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This exploratory, interpretive study investigates the current state of professional 
development involving Information Communication Technology in tertiary educational 
institutions in Hong Kong. The study aims to explore tertiary teachers’ engagement as 
well as attitudes and beliefs regarding the usefulness of these professional development 
activities. In recent years, the Hong Kong government has invested considerably in the 
educational sector at the tertiary level on information technology communication specific 
skills and technology. The stated aim of this increased emphasis is to better prepare 
students and teachers to learn and teach in the 21st century, and to increase the 
effectiveness of the engagement with the course material. Thus, there is a strong 
demand for today’s teachers to cope with integrating information communication 
technology in their classrooms. The study employed data collection in two distinct 
phases, a questionnaire (n=58) which was analysed using descriptive statistics, 
followed by 12 semi-structured interviews analysed using thematic analysis. The original 
contribution of this study is new insight into PD needs in ICT skills, focusing on the 
context of the Hong Kong tertiary educational sector. The findings offer a richer and 
deepened understanding of tertiary teachers’ engagement with professional 
development involving Information Communication Technology. They generally exhibit a 
preference for informal, collaborative, interpersonal types of professional development 
over the more formal, institutionally mandated, isolated forms. Moreover, the findings 
illustrate that teachers are largely enthusiastic to participate in professional 
development activities, though there exists a misalignment between teachers' own 
professional development goals and those of their host institutions. Specifically, the lack 
of incorporation of viewpoints and direction from teachers regarding what type of 
professional development activities are better suited to enhance their teaching. The 
results suggest ways that professional development of tertiary teachers in Hong Kong 
might be more closely aligned with teachers' own goals and preferences while still 
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This introductory chapter presents the current state of professional development based 
on Information Communication Technology as an intriguing problem to be investigated, 
and briefly lays out several of the considerations upon which it was deemed necessary 
to raise a comprehensive inquiry. This professional development is specifically situated 
within an English language teaching context and localised in Hong Kong, so the focus 
will be limited by those constraints. Furthermore, the chapter presents the fundamental 
research questions intended to guide the investigation, as well as definitions of 
important research terms to be used. Finally, the chapter closes with a high-level view 




As in many parts of the world, integration of Information Communication Technology 
(hereafter ICT) in education in Hong Kong has proven an inexorable development, and 
English language teachers are therefore compelled, both for personal and professional 
reasons, to take a central role as stakeholders and practitioners in mediating the 
realisation of this clear trend, as exemplified in the work of Stockwell, (2018), Son 
(2018), Tondeur, Van Braak Ertmer and Ottenbreit-Leftwich (2017) and Prestridge 
(2017). In English language teaching, ICT is today incorporated generally by most 
language teachers and learners (Healey, 2018), and teachers’ pedagogical abilities with 
ICT tools and their skills form a fundamental aspect of effective integration of ICT in 
their classrooms to teach the English language (Hubbard, 2018; Son, 2014).  
 
One of the primary means of engaging with such a developing trend is through involving 
teachers in the process of Professional Development (hereafter PD). Such a focus on 





contexts with a belief that it is a catalyst of change that can inspire transformation, 
critical thinking and student-centred learning, as indicated in the findings of Roblyer and 
Doering (2010) and Kessler & Hubbard (2018) . Another more specific and important 
aspect of ICT discussed in the literature is that teachers' utilisation of technology to its 
fullest potential is largely dependent upon their ability to exploit it, as was argued by 
Cabanatan (2003) and Hu and McGrath (2011), as well as the existing skill base and 
disposition with which they approach the incorporation of technology at a curricular level 
(Bitner & Bitner, 2002; Jääskelä & Häkkinen & Rasku-Puttonen, 2017; Erstad & Voogt, 
2018). 
 
Thus, it makes sense to investigate how Teaching English to Speakers of Other 
Languages English (TESOL) teachers in Hong Kong are able to use PD as an avenue 
towards incorporating this trend in their classroom teaching. We are particularly 
interested in their ability to employ their technical competence in the service of 
pedagogic goals. 
 
ICT has become an integral element in the delivery of learning and teaching in all 
tertiary institutions in Hong Kong (Hyland & Wong, 2013). This has become largely 
accepted within education, and continues to evolve as English language teachers both 
aspire and struggle to embrace it (Healey, 2018; Stockwell, 2018; Knobel & Kalman, 
2016). In any case, these developments are touted as the means to effect learning that 
is both efficient and effective (Wang & Towey, 2012) and capitalise on the social and 
participatory nature of learning in teaching English. 
 
It is in the context of this continuing deficit of achievement that PD has become an 
increasingly researched area (Darling-Hammond et al., 2017; Freeman, 2016), as 
updating teachers’ knowledge and skills to continuously be effective with new 
pedagogies in the classroom is often noted as one of the most significant features 
affecting student performance (Scott, 2015; Strong, 2015). Therefore, it is problematic 





especially at the tertiary level in Hong Kong and in the Asian context where integration 
of ICT remains a major challenge (Zhu, 2015).  
 
As can be seen around Asia, Ministries of Education are pushing for the integrating ICT 
into their education systems (Chan & Foong-Man, 2002; Kusano, et al., 2013) as it has 
been demonstrated to afford multiple learning possibilities, which demonstrate the 
capacity for providing beneficial learning opportunities when effectively exploited (Ra, 
Chin, & Lim, 2016). This has led to a multitude of worldwide calls for educators to 
incorporate ICT (Baek, Jung, & Kim, 2008; Farr & Murray, 2016; Tan, Cheah, Chen, & 
Choy, 2017), and there is a clear and growing need for technology-focused professional 
development (Curwood, 2014) as teachers are faced by potentially new learning 
environments including but not limited to hybrid, blended, flipped, synchronous and 
asynchronous (Healey, 2011). Moreover, research has found that the majority of 
professional development targeting this is “woefully inadequate” (Borko, 2004; 
McChesney & Aldridge, 2018), and PD offerings vary considerably (Opfer & Pedder, 
2011; Ling & Mackenzie, 2015; Bowe & Gore, 2016), and teachers are still 
demonstrating insufficient ICT-utilisation after PD (Tondeur et al., 2016). 
 
Further, there is clearly a role to play for PD in terms of helping these teachers to fully 
exploit these digital tools in a way which is both effective and efficient, and as such this 
PD forms part of the necessary experience of teachers at a global university to meet the 
needs of 21st century learners (Ertmer & Ottenbreit-Leftwich, 2010; Prestridge, 2012). 
However, teachers predominantly use ICT in a cursory manner, for organisational tasks, 
such as in lesson preparation and/or during lesson delivery, though this overwhelmingly 
takes shape following a traditional instructional model (Lawless & Pellegrino, 2007; 
Prestridge, 2017). Moreover, most ICT PD is mainly focused on organisation and 
presentation of information (Graham, Tripp & Wentworth, 2009) rather than teaching 
strategies, techniques or approaches required to deliver instruction facilitating authentic 






Throughout the course of my six years of teaching at my institution, I have acquired 
extensive experience at the intersection of teaching and ICT, serving on the E-Learning 
Sub-committee. In this capacity, I have noticed two very interesting trends regarding 
ICT: 1) The students seem to be more and more comfortable with it, and 2) The faculty 
seem to be more and more frustrated with how to include it in their teaching, particularly 
various learning management systems. Unfortunately, the ability of my colleagues to 
exploit this tool is limited by their knowledge and skill base in the area of ICT, which 
aligns with findings by different authors (Bitner & Bitner, 2002; Cabanatan, 2003; 
Livingstone, 2012). This has the understandable consequence of teachers considering 
ICT as an impediment to be endured rather than an instrument to be exploited. 
 
This is precisely the opportunity that I currently see in my own institution in Hong Kong. 
The teachers there have access to various Learning Management Systems, Blackboard 
and Moodle, which are highly extensible, customisable and enable teachers to deploy 
and online environment for students which is engaging, user-friendly and interactive. 
There is a shared optimism about the potential of Blackboard and Moodle in providing 
deep learning instead of surface learning and the potential it holds for education (Ham, 
2010). With a firm grounding in the current discussion of this issue in the literature, 
which will be expanded upon below (Chapter 3 Literature Review), my central aim is to 
investigate teachers' use of technology in the classroom, and specifically how the 
current policies of PD are helping them to better use it.  
 
The aim of the present research, therefore, is to examine in greater depth the 
relationship that professional TESOL teachers have with ICT in the classroom, as well 











1.3 Research questions  
 
With a grounding in the discussion existing in the literature, it is my purpose to gain a 
richer understanding of how teachers actually participate in PD activities centred around 
ICT. In facilitating this, universities' PD policy can have an immense influence on the 
performance of its teachers, as it directly influences how well teachers keep current with 
the latest trends within their field.  
 
With this aim in mind, this study addresses the following questions: 
 
1. What professional development activities have the Hong Kong tertiary English 
teachers studied in this research engaged in to develop their ICT skills?  
2. What attitudes towards the different forms of professional development for ICT 
skills do these tertiary English teachers hold regarding their potential to enhance 
teaching? 
3. What are these English teachers' attitudes and beliefs about integrating ICT in 
their teaching? 
4. To what extent do these English teachers perceive the usefulness of professional 
development activities and the effect of the perception on their beliefs in 
integrating ICT in teaching?  
 
1.4 Definitions of research terms 
 
In this section, I define the main terms used in the study: 
 
a) Professional Development 
For the purpose of this research study, Professional Development will be defined 
as “formal and informal support and activities that are designed to help teachers 







b) Information Communication Technology 
For the purpose of this research study, Information Communication Technology 
will be defined as a “diverse set of technological tools and resources used to 
communicate, and to create, disseminate, store, and manage information” 
(Blurton, 2002). 
 
c) Self-concept / identity 
For the purpose of this research study, self-concept is defined according to Ramy 
(1943) as what a person believes about himself (cited in Purkey, 1988).  
 
d) Self-efficacy  
For the purpose of this research study, self-efficacy refers to an individual’s belief 
in his or her capability “to organize and execute the course of action required to 
manage prospective situations” (Bandura, 1997, p.2). 
 
e) Professionalism  
For the purpose of this research study, professionalism will be defined as 
“ongoing, multidimensional in nature and includes a combination of 
discipline=based knowledge and ethical awareness; and requires reflective, 
responsive, and context-specific practice” (Liu & Berger, 2015, p.3) 
 
f) Professionalisation  
For the purpose of this research study, professionalisation will be defined as the 
externally mediated process of “relating to the authority and status of the 
[teaching] profession” (Englund, 1996, p. 76). 
 
The above definitions “fit” the researcher's understanding of the terms in this particular 








1.5 Overview of the thesis  
 
In sum, the thesis will be composed of eight chapters. The present chapter presents a 
brief overview of the research area and research questions, as well as giving an 
indication of the need for further research to address the current gaps in PD focused on 
ICT. In particular, Chapter One highlights the growing prevalence of technology in 
society in general and education specifically, as well as the shortcomings with current 
approaches towards integrating ICT into classroom environments in effective ways. 
Moreover, the chapter briefly introduces the overarching significance of the study, the 
research questions guiding it, relevant terms and their definitions, and the basic 
contents of the thesis. 
 
In Chapter Two, the professional context of the study will be presented with an aim of  
informing the theoretical discussion with teacher and student realities regarding these 
issues. The chapter opens with the cultural context of the universities in Hong Kong, 
with particular emphasis on how it affects the issues of both PD and ICT. To conclude 
the chapter, there is an overview of the available ICT facilities at tertiary institutions, 
such as smartboards and Wi-Fi connections, as well as a short discussion of the 
available funding opportunities for staff. Specifically, the deficit between these 
opportunities and the teachers' ability to exploit them is highlighted. 
 
Following that, Chapter Three seeks to outline the current situation as viewed through 
the lens of the extent body of literature on issues surrounding ICT and PD. As such, it 
commences with a presentation of frameworks from which PD has been discussed in 
the literature, as well as investigates some of the implications of using these as 
paradigms through which to undertake the discussion. Following that is a more in-depth 
examination of existing research along two main lines relevant to my research 
questions: teachers and professional development, and teachers and ICT. The former 
theme will be investigated with an eye towards highlighting current practice of teachers 
engaging in PD focused on ICT, as well as taking a closer look at how teachers feel 





Subsequently, the second theme will be elaborated upon, primarily in the interest of 
identifying where the rubber meets the road, so to speak. The issue of teachers actually 
incorporating ICT in their teaching, and specifically their attitudes and beliefs 
surrounding this, will be unpacked. Finally, a thorough investigation of teachers' 
perceptions and expectations regarding the effectiveness of PD activities in enhancing 
their own ability to incorporate ICT in the classroom will bring the investigation of these 
two primary themes to a close. Throughout the literature review, an effort is made to 
emphasise the gaps in existing research, such that the present study may make a 
strong case for contribution and impact. 
 
Chapter Four goes into detail regarding the methodological considerations pertinent to 
the present research. It clearly outlines the rationale and ontological/epistemological 
considerations, as well as grounds the particular methodological approach in the 
interpretivist tradition. Principled grounds for the data collection approaches and 
participant sampling will be discussed in detail, emphasising the design of the 
questionnaire and interview procedures in particular. Of special interest in this section is 
the method of data analysis, and a sample of the coding scheme will be presented to 
demonstrate the specific approach in the present study. The formation of the initial 
thematic groupings will be discussed, as well as the route through these initial themes 
through to the final major themes and sub-themes. At the end of the chapter, several 
practical facets of the methodology will be examined in turn; namely, questions of 
validity, criteria for demonstration of reliability and ethical issues surrounding informed 
consent of the participants.  
 
The analysis of the research questionnaire results is presented in Chapter Five, and 
this forms the basis of subsequent discussion. This chapter presents results and 
findings from the questionnaire conducted in the phase 1 of the study. It opens with a 
brief overview of the analysis methods and then turns to a presentation of the 
quantitative results. Addressed in turn, each research question yields a breakdown of 
results per sub-question in the questionnaire, alongside the statistical analyses of these 





of the qualitative results found in the subsequent chapter on the semi-structured 
interviews. The organisation of the section follows that of the four research questions, 
and the data within each question are discussed in turn. 
 
Following the previous analysis, Chapter Six turns towards the qualitative data 
obtained in the course of conducting in-person interviews with the research participants. 
The chapter deals exclusively with less discrete data, and as such serves as a 
compliment to the statistical rigor of the previous chapter. It commences with a rationale 
for its structure, and then immediately turns to a discussion of the findings, as well as 
the implications for future policies and procedures to address the same. As introduced 
in Chapter Four, the particular sub-themes emerging from the individual research 
questions are highlighted and discussed in detail, and where appropriate, selected 
quotations from the interviews are presented to support the analysis. 
 
Subsequently, Chapter Seven serves as a discussion of the key findings and highlights 
particular areas of convergence, both in the trends from the questionnaires and the 
themes from the interviews. There is also an exploration of the ways in which PD in 
particular is situated within the TESOL profession and my experience of it as a teacher 
in Hong Kong. Further, this chapter serves as a bridge between the research itself and 
the wider implications for practising teachers. Throughout, particular attention is paid to 
the subjective experience of the teachers themselves, as the necessity of taking this 
approach is of paramount importance in this study's interpretivist stance. Care is taken 
not to editorialise, though clear directions for improvement are of necessity present in 
the data. The ramifications of these are then presented in the final chapter. 
 
Lastly, Chapter Eight closes the thesis with concluding comments as well as a 
discussion of limitations and considerations for future research. Key ideas from the 
thesis are summarised, and recommendations are presented in turn. Finally, directions 
for future research are suggested, and the researcher provides some closing reflection 











This chapter presents a summary of information relating to the educational background 
of the students and teachers in Hong Kong, as well as how their experiences are being 
shaped by relevant government policies. Understanding the professional and 
institutional context of the study helps to analyze the existing gaps, and highlights 
issues associated with teachers’ professional development needs at the tertiary level in 
Hong Kong. The chapter begins by touching on the nature of the compulsory English 
education at the tertiary level in Hong Kong, as well as the investment in ICT tools made 
by both institutions and the government. Further, the personal experience of the 
researcher is presented, as it is a unique avenue through which to identify and examine 
the particular issues at play in the local HK context. As an overall effort, this chapter 
serves to ground the theoretical discussions in the following chapters in the lived reality 
of the study participants. 
 
2.2 Hong Kong context 
 
The Hong Kong Special Administrative Region is an exceedingly urbanised and modern 
city, with a population of over 7 million. Its Higher Education (HE) system was 
established during the colonial rule of Britain and has over time been transformed from 
an elite system to an open one with diverse categories of HE learning opportunities 
(Mok & Chan, 2016). The expansion of the HE in Hong Kong continues as the Hong 
Kong Special Administrative Region government (HKSAR) aims to establish Hong Kong 
as a centre for students within the region as well as a centre of workers with talents and 
skills required by business (Lai & Maclean, 2014). In alignment with these goals, 
language education is seen as an important opportunity for employability and 
advancement (Gorksi & Clark, 2002). This is in line with the HKSAR understanding of 





competitiveness. As part of transforming the HE sector to a mass one, the major 
development trend in the Greater China region (China, Hong Kong, and Taiwan) is the 
quest for world-class universities, increase in private funding, higher overall outputs of 
HE and raised standards for academic quality.  
 
2.3 Government policy 
 
In recent years, the Hong Kong government has invested considerably in the 
educational sector, and an increasing subset of this investment has been focused on 
ICT-specific skills and technology at the primary, secondary and tertiary levels 
(Legislative Council, 2014), conducted under the umbrella of preparing students and 
teachers to learn and teach in the 21st century (University Grant Committee, 2014) and 
to increase the effectiveness of the delivery of the course material. Similar results have 
been obtained from studies in The United States by Ertmer and Ottenbreit-Leftwich 
(2010). 
 
Additionally, the government has signaled interest via recent moves towards the 
implementation of policies to promote the use of technology in many different 
professions, and specifically in teaching and learning at the tertiary level (Hyland & 
Wong, 2013). There are currently 20 universities affected by these policies in Hong 
Kong, and at present most of the policies related to PD are designed and carried out in 
a very top-down, hierarchical manner.  
 
Another government publication, the University Grant Committee Report on Higher 
Education in Hong Kong (2016) stresses the importance of technological development 
and education in using new technological skills for staff. Accordingly, the Hong Kong 
government has invested, and continues to invest, in various policies and strategies for 
integrating ICT into its education systems (UGC, 2016) This trend is clearly not a 
passing fad, and should be expected to persist for the foreseeable future. This policy 
demand for ICT's major role in learning, teaching and incorporation of digital 





and studies (Davison, 2005, p. 1). Moreover, the context/culture in which teachers work 
often constraints or limits individual effort (Ertmer & Ottenbreit-Leftwich, 2013; Almerich, 
Orellena, Suárez-Rodríguez, & Díaz-García, 2016). 
 
As mentioned, the professionalisation of education in Hong Kong has consisted of top-
down initiatives in which the government earmarked grants to Faculties of Education at 
Hong Kong universities and the Institute of Education to educate and train English 
teachers to combat TESOL being perceived as a weak teaching profession (Morris, 
2008). This reflects the notion that the vital components needed in creation of 
professional teachers, and therefore necessarily in affecting the learning outcomes of 
students, are the knowledge base, technical skills, and wider professional values (Liu & 
Berger, 2015). Hence, the Hong Kong government has attempted to externally redefine 
teacher professionalism by imposing policies with the aim of establishing a group of 
teachers possessing fundamentally different knowledge, skills and values. This has 
been especially prevalent in the past and continues to be so, in large part as a response 
by the government to concerns articulated in the business community regarding the 
English proficiency of graduates, as well as complaints from the general public about 
the poor quality of the teachers (Law, 2003). 
 
Notable in this context is the overt university policy of assessing teacher quality. 
Currently, one aspect of this is done by administering student faculty evaluations to 
measure students' satisfaction with the teacher and course, including the use of ICT in 
teaching. The university can point to the average score relating to teaching and 
measure the teacher as unsatisfactory, satisfactory, very satisfactory or excellent. There 
is a growing disconnect, however, between the stated goals of the course syllabus and 
teacher performance and the ways in which they are achieved. Teachers are 
uncomfortable in trying out new teaching methods and techniques as their student 
evaluation is tied to contract renewal and any salary increases; however. for annual 
appraisal they are required to show they have done so. It is simply untenable that the 





the expense of true professional growth in the interest of those whom we instruct. This 
is the space into which calls for a more humanised PD policy are ready to be received.  
This indicates that the PD policy should take active steps to move toward a more 
collaborative mode of PD regarding teaching and approach to pedagogy (Hyland & 
Wong, 2013), as then PD is more likely to result in successful change (Fullan, 1991). 
This is an important aspect as success in taking risks, as well as trying out and 
implementing new teaching strategies, requires a frame of mind incorporating a positive 
view of the value of ICT (Thurlings, Evers, & Vermeulen, 2015).  
 
2.4 Institutional environment as exemplified at the Hong Kong Polytechnic  
           University  
 
This university is the largest public university in Hong Kong, and while each of the 
surrounding institutions differ in particular courses and syllabi, they all share a similar 
organisational structure in terms of faculties, departments and student body.  
 
University education in Hong Kong involves compulsory English courses of at least 3-6 
credit hours in addition to discipline-specific English courses for all students. In terms of 
the classrooms these students study English in, they are all outfitted with equipment 
such as smartboards, document cameras, APPLE TV, Mobile Computer on Wheels 
(MoCoWs), and multiple screens, and as such are ideally equipped to make use of the 
full capabilities of ICT during instruction. This is part of a new strategy to better meet 
today’s students’ needs where they may bring their own devices (tablets, smartphones, 
laptops) and connect directly to the local display for work group collaboration and 
presentation, intended to encourage authentic English language learning.   The 
teachers themselves receive extensive ongoing professional development training, both 
in methodology, and in ICT specifically, as mentioned above.  
 
The English Language Centre (ELC) at Hong Kong Polytechnic University consists of 





teaching fellow, senior lecturer, assistant professor) who are encouraged to participate 
in continuing PD with a yearly allocation (per academic rank) of PD funds.  
 
In terms of ICT usage in and outside of the classroom, teachers are required to 
incorporate independent learning using Moodle, Blackboard, Canvas and various other 
ICT tools for the equivalent of approximately 30 hours per course/semester, yet most 
teachers lack this training, for which they are necessarily required to have a certain level 
of ICT skills/knowledge to effectively utilise discussion boards, wikis, or polling in a 
pedagogically effective manner. This has encountered resistance from older as well as 
recently appointed teachers at the university, some of whom are not fluent users of 
technology in and outside of their classrooms. These so-called “second-order” barriers 
(Ertmer, 2005) to teachers’ ability to use digital tools in the classroom are not something 
that is exclusive to the ELC. Further, Watson (2006) discovered there still exists a 
disparity among teachers in favour of using technologies, and this could depend on 
teachers' pedagogical familiarity with the IT learning environment (Almerich et al., 
2016). 
 
Additionally, with the adoption of the new strategic plans by all the major universities in 
Hong Kong with a push to move parts of subjects online the pedagogical nature of the 
courses has changed. From previously independent learning in addition to the 
mandated face-to-face sessions to in actuality replacing the face-to-face sessions with 
university developed Massive Open Online Courses (MOOC) and Small Private Online 
Course (SPOC) and where teachers are required to integrate them in their courses as 
they were originally part of the subject to replace valuable face-to-face time.  
 
This in itself is slightly problematic as teachers feel that English language teaching good 
practice is sacrificed to the hype of technologies and cost-cutting. Teachers are unable 
to take into account established subject learning outcomes before deciding on the 
technology to incorporate or replace class time. Thus, from the teacher’s perspective 





universities’ effort to better reach today’s students in the digital world and universities’ 
attempts to scale back face-to-face time in the classroom. 
 
2.5 Forms of institutional professional development 
 
To facilitate the pedagogical training of its teachers, each university has established an 
Educational Development Centre (albeit differently named at some universities) 
committed to the PD of the institution's teachers. One of the aims of the EDC is to 
“promote and support blended learning through the use of web-based and other 
educational technologies to enhance student learning” (EDC Website). EDC offers 
regular weekly workshop and training on topics considered valuable to teachers from 
the university's standpoint. However, as teachers come from every faculty on campus to 
attend these sessions, the workshops are more of a catch all and teachers often have 
difficulties understanding how this will relate to their own teaching. Many teachers 
seems to only attend these sessions to be able to tick a box on the annual performance 
criteria.  
 
2.5.1 Funding  
 
Teachers are expected to engage in action research, as well as attend or present at 
regional/international conferences. This is encouraged through annual allocation of 
funds from the department's line budget. Financial incentives are also made available to 
attend short courses, and additional funds will be made available if teachers publish 
their articles in peer reviewed journals.  
 
2.5.2 Professional development days 
  
Departments have an annual day of meetings presented as a “retreat” where teachers 
attend in-house development workshops, and seminars for an entire day to share ideas, 
experience and expertise. These can tend towards formalities for management without 





2.5.3 Professional development evaluation 
 
Faculty peer-review (judgment-based) evaluations is one of the evaluation areas to 
improve and assess the performance of teachers. In the aspect of teaching reviewed 
under the approaches and methods criteria, e-learning and blended learning is 
mentioned as achieving the intended learning outcomes. At present, this also tends to 
be a bit of a formality, as quantitatively measurable outcomes are primary (eg, number 
of PD sessions attended), without much emphasis on the higher order learning 
outcomes. This makes the evaluation reliable, but lacking in authenticity or any real 
relevance. 
 
2.6 Teaching and learning in Hong Kong 
 
The education system in Hong Kong has long been criticised for its examination-
oriented culture (Carless, 2011). This emphasis on results has directed the entire 
education system to serve a single purpose, namely certification (Berry, 2011).  
 
In the primary and secondary sector, students work hand in hand with teachers to 
obtain good examination results. Consequently, this has resulted in a “spoon-fed 
education system” with a banking approach to teaching and learning (Tang, 2016) 
resulting in students lacking critical thinking skills or sufficient knowledge ownership 
(Kong, 2014; To & Carless, 2016) when they reach the tertiary institutions. Freshman 
students are well conditioned to having passive learning styles which are contradictory 
to autonomous and independent learning in higher education (Loh & Teo, 2017)) 
 
In addition, the definition of being a good teacher is situated within the context (in terms 
of history, society and culture) here (Zeichner, 2008). In Hong Kong, this means giving 
practical and sufficient examples in lectures to help students remember content and 
build upon text by explaining further presented concepts (Morrison & Evans, 2016). The 
teaching style at the tertiary level can be different to what students previously 





being encouraged to connect what they learn in class to what they experience in the 
real world. However, as this style is contradictory to the passive learning style they were 
accustomed to in secondary school, not all students are comfortable with it. This 
requires teachers to involve students deeper in the learning process, and Hong Kong 
students tend to emphasise the English language teacher’s “day-to-day practical 
teaching method” where students value the demonstration of process (Morrison & 




Thus far, teachers, and the institutions which they serve, have been able to persist in a 
world of increasing technological sophistication. They have largely been able to get by 
due to the hierarchical relationship inherent in the classroom and society at large, and 
have been insulated from criticism that their pedagogical practice lags behind in a 
technical sense. It is simply the case that 21st century learning outcomes requires 21st 
century teaching, and teachers needs institutional support, thus far lacking, in order to 
























This literature review endeavours to first outline the current discussion in the research 
surrounding PD in general, and specifically which PD activities teachers engage in, 
discussing some of the relevant frameworks in turn, so that the subsequent analysis can 
be grounded in a comprehensive and meaningful approach, specifically in terms of its 
paradigmatic positioning modes of delivery. 
 
This chapter is organised much along the same lines as the research questions 
themselves; namely, involving both PD and ICT, in that order. The latter, for the 
purposes of the current research, is considered to be a sub-category of the former, and 
so the discussion of PD in more general terms is necessary for an in-depth examination 
of ICT use by teachers. Moreover, this parallels the order of investigation during the 
data collection, reflecting the need to identify issues in the more general topic which 
serve as jumping off points directing the more specific investigation that follows. 
 
The first two sections concern themselves with PD in general, discussing both the 
overview of what sorts of PD teachers engage in as well as their attitudes and 
perceptions regarding the same, while the final two sections deal more with ICT in 
particular. In terms of analysing ICT, an analysis of PD as it pertains to ICT specifically 
will be presented, in an effort to narrow the discussion somewhat, though based on 
issues relevant to all forms of PD raised in the initial section. Next, the literature review 
turns to the impact of teachers' attitudes and beliefs as they pertain to ICT-related PD. 
Following that, the chapter investigates teachers' perceptions of ICT integration in their 
classes as well as how this perception is coloured by their context and experiences. 
 
Overall, the literature review particularly shows gaps in research on ICT-related PD in 
tertiary institutions in Hong Kong, and it is with this understanding that the present 





3.2 Research approach to the literature sampling 
 
Research relevant to PD in general was first collected and assessed to ascertain the 
extent to which it was relevant for latter focus on ICT specifically. In an intentional 
parallel to the research questions, there was an attempt to gain a firm grounding in the 
PD literature, particularly to grasp what had and had not been covered previously in 
terms of TESOL instruction, tertiary education, ICT, or even the Hong Kong context. 
 
Following my more general investigation into PD research articles, I turned towards 
reading more specific supplementary material. It was not surprising that of these four 
latter sub-categories, it was clear that there is a dearth of research focusing on more 
than one of these, let alone all four. This gap was a theme in my reading, and is 
therefore highlighted in the sections that follow. 
 
Literature was found following searches in both Google Scholar and prominent scholarly 
journals (TESOL Quarterly, Computer and Education, Teaching and Teacher Education, 
Professional Development). Keywords used during the process of searching included 
“professional development”, “ICT”, “technology integration”, “higher education”, “tertiary 
education”, as well as using these in combination with various related terms that 
connected the topic to the region: ASIA, China, and Hong Kong. Further to online 
research, I was fortunate to have well-informed colleagues at my institution who were 
kind enough to provide suggestion and guidance along the way. 
 
In terms of relevance and timeliness of the sources, apart from seminal works in the 
fields of sociology, TESOL, pedagogy and education, I tried to limit my search to 
sources after 2000. Studies prior to this time period, as occurring a bit before the rise of 
ICT in education, were considered too out of date to include. Beyond that, every effort 
was made to emphasise research from the past 5-7 years. 
 
The literature review shows that instructor attitudes and perceptions seem to play a 





there were very relevant reasons why even the existing PD might be sub-standard or in 
other ways unhelpful for practitioners. Moreover, this body of research shows that these 
intangible factors can play an outsized role in the success or failure of PD initiatives 
focusing on ICT. 
 
Most notable was that there are significant gaps in the extent research, particularly as 
regards the specific confluence of factors relevant to my context (tertiary education, 
TESOL, Hong Kong). Further, there was a clear preference among the available 
research towards measuring discrete inputs to the entire process: hours spent in 
sessions, number of sessions, amount spent by institutional actors, number of 
instructors per session and topics covered. Notably lacking was any significant 
emphasis on the outcomes of this process, whether that be changes in instructor 
beliefs/practices or pedagogically significant changes in learning outcomes. 
 
3.3 Teacher development / what is PD? 
 
Much has been presented in the literature regarding the overall place of PD in a 
teacher's career progression, as well as its potential for impact, either for good or ill, on 
student learning outcomes. Furthermore, educational systems throughout the world 
trust PD as the main means for attaining educational development, as shown in the 
works of Bowe and Gore (2016) and Opfer (2016). Clearly a highly relevant and integral 
part of teacher development, Guskey (2000, p. 16) defined PD as “those processes and 
activities designed to enhance the professional knowledge, skills and attitudes so that 
they might, in turn, improve the learning of students.” Accordingly, no matter whether 
PD is structured or unstructured, it is an important endeavour to renew teachers’ 
professional skills, which is considered crucial to continuously improve one’s teaching 
(Woodward, Graves & Freeman, 2018).  
 
It is also important to note that previously, most reviews of PD in the literature have 
concerned themselves, not with the lived experience of teachers participating in it, but 





number of teachers taking part (Blank & de las Alas, 2009; Kennedy, 2016; Timperley et 
al., 2007; Kyndt, Gijibels, Groseman, & Donche, 2016). There is also a notable lack of 
focus in such research on the ways in which institutions are incentivised to favour this 
type of accounting, as it obscures the outcomes, or lack thereof, from such PD. If we 
are genuinely interested in whether this PD actually leads to improved outcomes, those 
need to be measured; a fact which seems lacking in much of the extent body of 
research. 
 
Turning from a specific focus on PD to training in more general terms, in recent 
decades, a trend has emerged that emphasises this training of teachers in all aspects of 
their professional duties according to best practices (Blank, de las & Smith, 2007; 
Knight, 2007; Stephens et al., 2007; Stoll et al., 2007; Crandall, 2000; Darling-
Hammond et al., 2017; Muijs & Reynolds, 2018; Desimone & Garet, 2015; Guskey, 
2014), and this has placed new demands on staff development. Unfortunately, PD 
continues to be criticised by the very teachers the training was devised for, 
predominately as it has not taken into consideration the complexity and its situatedness 
in the teachers’ actual classrooms (Knobel & Kalman, 2016). 
 
Consequently, identifying appropriate PD models for the PD of tertiary teachers is 
fundamentally important (Coldwell, 2017; Rijst, Baggen, & Sjoer, 2017), though this PD 
has tended to focus on different generic skills such as lecturing, conducting tutorials, 
creating lesson plans and utilising media and technology (Opfer & Pedder, 2011) and 
failed to provide deep and meaningful learning opportunities (Appova & Arbaugh, 2018). 
All too often, there appears an emphasis on a very cursory engagement with the 
pedagogical outcomes, while what is actually encouraged and measured, as noted 
above, are the inputs to this PD, such as time allocated for this training or money spent 









3.3.1 Specific PD activities 
 
It is also helpful to note that throughout the course of their careers, teachers are faced 
with an extensive variety of activities and exercises focused on their PD: 
courses/workshops, where the teachers are engaged with subject matter or possibly 
receive input on methodology for instruction; conferences / seminars, in which teachers 
engage with their peers in analysing problems in education as well as discussing the 
results of recent research; qualification programmes, usually focused on receiving a 
certificate upon completion (lately in ICT skills); observation visits to colleagues’ 
classrooms or other schools; taking part informally in a group of like-minded peers; 
collaborating on research investigating professionally relevant topics; peer mentoring 
and coaching; staying informed of the relevant literature in the field (e.g. journals, 
evidence-based papers); engaging in informal dialogue with peers; online courses; team 
meetings (e.g. plan lessons, solve problems, improve performance). 
 
What is most striking about the activities on the preceding list, and indeed the way in 
which they are treated in much of the existing literature, is that there has been much 
more focus on the activities themselves rather than the way in which they are perceived 
by teachers, or even on whether they are ultimately affecting student learning 
outcomes. While some of the reasons for this are self-evident (institutional inertia, 
budget, favouring reliability over validity), it remains an important question, and that is 
precisely the motivation for the present study. What is lacking to a great degree in 
previous investigation is a more in-depth look, not only at the intersection of PD and 
teachers' beliefs and feelings, but at how these could potentially be made much more 











3.4 TESOL and technology 
 
In the literature, numerous studies have found advantages of integrating ICT for second 
language acquisition (Cardenas-Claros & Oyanedel, 2015; Chappelle, 2012, Stockwell, 
2012).  These have found that TESOL teachers need ample realistic opportunities to 
practise how to integrate ICT using their traditional teaching techniques in order to 
become confident and competent in using technology inside their own classrooms 
(Eaton, Wagner, Hirashiki, & Ciancio, 2018). Moreover, the TESOL literature highlights 
that for effective integration of ICT in language settings teachers should understand and 
embrace in their own contexts that no one knows everything, everyone is learning, and 
it is acceptable to make mistake, especially in terms of integrating technology in their 
classrooms. This should be regardless of context, platform or style of content delivery 
(online, on ground, synchronous, asynchronous, hybrid, flipped) (Healey, 2011).  
 
Generally, TESOL PD in ICT tends to occur in the following ways: schools and 
universities insist that teachers complete X number of hours of PD for certification 
purposes. In addition, there are possible incentives such as money or time off work to 
do so. Another possibility is that teachers are faced with changes in the curriculum 
(Hubbard, 2018). As can be seen from the examples above, teachers probably engage 
in PD for external reasons. However, teachers do engage in PD to satisfy other aims; 
namely, in service of their students’ learning, to stay current with best practice in the 
field and participation in a network of colleagues. Overall, the common denominator for 
successful ICT integration seems to echo the findings of Ertmer and colleagues: “we 
should be utilising the same technology tools for professional development that 
teachers are able to use in their classrooms (2012, p. 434).” 
 
Further, various frameworks have been suggested to facilitate integration of technology, 
and will be expanded upon below.  
 
Substitution Augmentation Modification Redefinition (SAMR) is a method geared towrds 





(Puentedura, 2006). The models illustrate how teachers usually follow a particular path 
through the integration of technology into teaching. Learning activities involve an 
escalating level of integration with technology as teachers move towards the end of the 
spectrum.  
  
The Technology Integration Matrix (TIM) measures the capacity of technology to 
facilitate learning via indicators pertinent to all grade levels of students (Florida 
Department of Education, 2006). 
 
The TPACK framework is an approach where instructors are able to deploy technology 
in pedagogically strategic ways relevant to particular content areas  (Koehler & Mishra, 
2009). While this framework has been used extensively to prepare K-12 instructors to 
teach effectively with technology, it is employed at a considerable smaller scale in 
institutions of higher education (Dysart & Weckerly, 2015).  
 
3.4.1 TESOL Digital Pedagogy 
 
English Language teaching and digital pedagogy varies in many forms, ranging from 
drill and practice of certain language skills, such as reading and writing, to using Web 
2.0 to construct knowledge. Today’s English language classrooms demand innovative 
tools and conceptual approaches. Teachers and students use a plethora of ICT tools 
including laptops, tables, smartphones and online environments to adapt, personalise 
and enhance the student learning experience and improve the learning outcomes 
(UNESCO, 2019). Digital pedagogy is thus seen as being a vital component for both 
teacher and student and is rooted in general learning theories such as behaviourism 
and constructivism (Li, 2017). Teachers are required to meet this challenge and move 
beyond traditional pedagogical approaches and methods as students tend to access 
learning material on their smart devices, searching, reading, collaborating and/or 
organising information, rather than with traditional textbooks while learning in a 
classroom (Li, 2017). For example, students might enjoy taking photos with their 





mobile devices might be used as a camera, audio recorder, word processor or a video-
editing suite and can thus be used a simple means of engagement or used to produce 
impressive multimedia presentations (Wilden, 2017). English language teachers need 
suitable PD to augment their teaching techniques to become confident and competent 
in incorporating this type of digital pedagogy in their classrooms (Eaton, Wagner, 
Hirashiki, & Ciancio, 2018) to break down any existing boundaries and respond to the 
emerging challenges to account for effective second language acquisition. 
 
As will be discussed below in Chapters 6 and 7, these issues of the interplay between 
ICT and pedagogy were at the forefront of the minds of the educators who participated 
in this study. As detailed in Section 4.3.5 below, they all have sufficient experience 
teaching in Hong Kong (as well as internationally) to be familiar with multiple classroom 
contexts and situations. They all expressed interest, albeit to varying degrees, in the 
ability of ICT to assist their pedagogic objectives. 
 
Moreover, the teachers are representative of both Eastern and Western cultural 
backgrounds, as well as educational experiences, and so while generalising their 
experiences to the wider educational community in Hong Kong is beyond the scope of 
the present study, it might still serve as an instructive point from which to pursue further 
investigation. 
 
3.5 Teachers' perceptions of professional development 
 
As an institutionally mandated activity, PD occurs very frequently in education at every 
level (Crandall & Christison, 2016; Canagarajah, 2015). In the context of this ubiquity, it 
is relevant that numerous studies have questioned the limitations of conventional modes 
of delivery, typified by individual non-integrated workshops, to address a wide range of 
current PD methods (Megginson & Whitaker, 2017). Of importance to my particular 
context, this research has pointed out that when there is a mismatch between the 
professional needs of teachers and the existing forms of PD, the probability of 





Vanderlinde, Tuytens, & Aelterman, 2016). This clearly presents the possibility of 
changing the way that institutions are dealing with the PD needs of teachers, and as 
very little of the research has dealt directly with their personal reactions to PD, much 
less PD in ICT skills, there is a very pressing need to carry this out.  
 
Previously, PD in ICT predominately focused on the use of ICT, and in today's digital 
society it is becoming increasingly common to focus on instructional strategies and 
needs (Hubbard, 2018; Stockwell, 2014; Albion, Tondeur, Forkosh-Baruch, Peeraer, 
2015; Hinostroza, Ibieta, Claro, & Labbe, 2016). What is evident from the recent 
discussion is that PD in ICT needs to be ongoing to be successful (Voogt et al., 2015) in 
contrast to Gall and Renchler (1985), Garmston (1991), both of which only posited 
teachers as lacking knowledge and simply requiring more of it. In relation to this, 
previous studies have found that PD sessions are enhanced by subsequent visits to 
actual classrooms as well as engagement in workshops that further reinforce the 
specific skills (Guskey, 2002; Cradler et al., 2002; van Veen et al., 2012), and this is 
what is missing in the Hong Kong context. Indeed, a focus merely on the inputs to the 
process of PD completely misses this important component of application of knowledge 
to real world practical contexts. This would assist in transforming teachers' learning and 
belief into actual successful classroom practice. 
 
Additionally, previous research (Lawless & Pellegrino, 2007; Cubeles & Riu, 2018; Rijst, 
Baggen, & Sjoer, 2018) argued that tertiary institutes need to provide better PD and 
provision for teachers to attain ICT and pedagogical skills. However, a majority of 
studies in TESOL have primarily focused on measuring learning satisfaction of training 
programmes, and not addressed the main issue: whether teachers changed their beliefs 
towards integrating technology (Rienties, Brouwertm, & Lygo-Baker, 2013; Gallagher & 
Haan, 2018). Also lacking is the question as to whether teachers gained new knowledge 
of something that they could apply to their daily practice, in a manner that is valuable 
and relevant to them and their students.  
It is precisely this notion of value and relevance, and more specifically the perception of 





emergent activities, and are necessarily constructed on a foundation of teachers' own 
knowledge and beliefs, as well as mediated via experienced problems and realities of 
their classroom practice (Opfer & Pedder, 2011). Therefore, it is not entirely unexpected 
that a one-size-fits-all approach, all too often found in PD programmes, is insufficient, as 
differentiated guidance and input are relevant to different teachers, and they themselves 
should be shown the courtesy of a sensitivity to different learning styles and preferences 
(Vermunt & Endedijk, 2011). A common perception found among teachers is that these 
PD programmes are ineffective, or even almost completely irrelevant (Egbert & 
Borysenko, 2018). While pertinent and notable, these statements from teachers should 
not be taken solely at face value; instead, what would be warranted is a combined focus 
on how these beliefs correlate with actual outcomes in the classroom. To my 
knowledge, no such research exists. 
 
Further, several authors have argued that a lack of integration with the professional 
practice of the teachers, or a failure to take into account their authentic working 
conditions is another deficiency in many PD approaches (Borko, 2004). Another study 
carried out in Scotland by Biesta, Priestley and Robinson (2015) obtained similar 
research findings; however, the study was fairly limited as it only focused on 6 
classroom teachers. 
 
It should be admitted here, however, that given the necessities of organising and 
funding PD endeavours at large institutions, it is unsurprising that administrations have 
opted towards an assembly line approach. At the same time, there is a dearth of 
literature discussing how administrations can be convinced to invest more fully in their 
educators. As this is the primary method through which institutional resources are 
redirected, an investigation into the same would be highly valuable. 
 
A further theme in recent scholarship presents values of teachers as involving 
overarching attitudes regarding what may be considered behaviour that is desirable or 
undesirable, as well as similar attitudes regards goals (Vongkulluksn, Xie, & Bowman, 





to an emphasis on learning (Yi & Angay-Crowder, 2016), which is aligned with the view 
of constructivists: that active cognitive processes are fundamental in learning (Marshall, 
1996). General trends, such as positive attitudes towards learning and student 
engagement corresponding to a student-centred approach, as well as attitudes 
favouring teaching procedures corresponding to teacher-centred approaches, are 
present in much of the literature (Yeung, Taylor, & McWilliam, 2013). A more nuanced 
view, however, towards the interaction of teachers’ beliefs with the formation of these 
attitudes and approaches, is less clear (Öztas & Dilmac, 2009), and therefore a more in-
depth analysis of exactly how these choices are formed is necessary. Particularly of 
note and relevant for the present research is the lack of any such study of qualitative 
choice in the Hong Kong context.  
 
3.6 Teachers' ICT professional development 
 
There are examples of studies undertaken with the aim of highlighting features likely to 
correlate with the success of PD programmes for educators (Garet et al., 2001; Van 
Veen et al., 2012; Desimone & Garet, 2015; Tondeur, et al., 2017). These have obvious 
implications for any investigation of ways to enhance PD. 
 
Features highlighted as contributing to success include encouraging and supporting the 
integration of new teachers in the development of practical classroom approaches, 
engaging in collaborative learning with peers in a cooperative environment, and taking 
part in active and meaningful discussion that engage their critical thinking skills. 
Literature also points out that the above features are helpful in developing positive PD 
programmes to a certain extent (Van den Berg et al., 2014; King, 2016; Cubeles & Riu, 
2018), though overall the research in this area is not entirely clear on what actionable 
steps to undertake.  
 
Another major recent finding is that attempts to facilitate PD in ICT can be of little 
practical value, or otherwise poorly structured to effect positive adoption (Schlager & 
Fusco, 2003; Tondeur et al., 2016). Further, the majority of current professional 





available technology (Harris, Mishra, & Koehler, 2009). This mechanistic form of ICT-
based PD where teachers are asked to turn to the digital device with hopes that it will 
automatically improve student learning outcomes is clearly a problem in the increasingly 
technologically-sophisticated classroom. Moreover, the constant change in the 
educational context, government reforms and restructuring, means teachers are 
constantly adapting to changing needs to integrate ICT as a way to “improve the quality 
of education” and to meet the demands of the society (Kalman & Guerrero, 2013, p. 
261). This intensification has led to constraints on their overall professional 
development and correspondingly to their feelings of self-efficacy: 
 
Teachers across all professional life phases felt that heavy workload, a 
lack of time and financial constraints were important inhibitors in their 
pursuit of professional development (Day at al. 2006, p. 123).  
 
This correlates with the situation at my particular teaching context, where teachers are 
expected to teach up to 20 hours per week, participate in committees, attend 
conferences, and participate in projects as well as apply for funding. In addition to the 
above, the process of undertaking ICT certificates/courses is often expensive and time-
consuming, and teachers have neither the financial means nor the time to enrol (Li, 
2014). 
 
3.6.1 Student-teacher digital divide 
 
It seems after a review of the literature that pedagogical skills and knowledge of ICT has 
been incorporated differently and with varied success, though it is clearly considered a 
vital part in revitalising existing and new content being presented in the curriculum 
based on “constructivist, constructionist, socio-cognitive and socio-cultural theories of 
learning” (Loveless & Williamson, 2013). In the perspective of 21st century learning, 
integration of ICT is deemed imperative in changing how we teach to better motivate 






The literature often portrays a positive digital picture of these learners, hence the belief 
that effective integration will naturally follow once they as digital teachers enter the 
classroom (Li, Worch, Zhou, & Aguiton, 2015). 
 
Another finding in recent scholarship is that digital natives use ICT more often than their 
parents and teachers, who in many respects could be considered digital immigrants 
(Berman & Hassell, 2014). Due to their familiarity with ICT this creates a new space for 
a different style of learning (Englund, Olofsson, & Price, 2017), which in turn puts a 
demand on teachers to integrate its use in their classes successfully (Hendersen, 
Selwyn, & Aston, 2017). Consequently, it has become an essential component of a 
comprehensive pedagogical approach as can be seen in the Hong Kong tertiary 
education sector. At the same time, uncritical acceptance of the ability of ICT to solve 
otherwise poor teaching is problematic, and speaks to the need to study increased ICT 
integration into teaching combined with measurable learning outcomes, as mentioned 
previously. 
 
In the past few years ICT has become widespread in classrooms throughout the world 
and the demand for it to be integrated as a catalyst in teaching increases on a daily 
basis (Kozma & Vota, 2014). A common belief among policy makers is that teachers will 
automatically become more efficient and better teachers if ICT is added to their 
classrooms (Knobel & Kalman, 2016). Further research has shown that “Today’s 
education system faces irrelevance unless we bridge the gap between how students 
live and how they learn” (Learning for 21st Century p. 5). However, teachers are still 
widely regarded as reluctant and skeptical users (Eickelmann & Venneman, 2017).  
 
One of the more discussed issues in education is teachers’ hesitancy to integrate 
technology successfully in their classes, and one of the reasons is that the responsibility 
is often solely upon the individual teachers. There seems to be a tacit assumption that 
the entrance of the digital natives into the teaching profession will be able to address 





native teachers are more comfortable with integrating advanced technologies such as 
content creation than digital immigrant teachers (Kinash & Wood, 2013). 
 
However, these high expectations are counterbalanced by research indicating that the 
relatively high level of proficiency exhibited by digital natives when they are outside of 
the classroom does not necessarily translate into a higher rate of adoption of ICT in 
their actual teaching when compared to digital immigrants and older teachers (The 
Richard W. Riley College of Education and Leadership at Walden University, 2010). 
Similar findings have been made where the skillset of teachers new to the profession 
are clearly better (Polly, Mims, Shephard, & Inan, 2010; Orlando & Attard, 2016; Li et 
al., 2015; Higgins, Xiao, & Katsipataki, 2012), however these skills do not automatically 
successfully transfer to utilisation of ICT in their classrooms. This has also been 
observed in the author’s context where the University is currently undergoing a 
generation gap with many late-career teachers as well as early career digital native 
teachers being employed. It is therefore obvious that a more nuanced inquiry is 
required. 
 
3.7 Attitudes towards ICT training and professional development 
 
Authors such as Sang, Valcke, Braak and Tondeur (2010) have noted that the effective 
integration of ICT is contingent upon factors such as resource capacity and teacher 
attitudes. Moreover, the pedagogical beliefs of teachers have been highlighted by 
authors such as Hermans, Tondeur, van Braak and Valcke (2008) and Prestridge 
(2017) and Jässkelä, Hääkinen and Rasku-Puttonen (2017) to play an integral part in 
successful classroom integration of ICT, and it should be considered a vital aspect of 
any approach to professional development. In terms of the implementation of ICT and 
assisting teachers in using it to attain enhanced pedagogical outcomes, it has 
historically been the case that the contributions of this process to improving their 
practice are less prevalent in discussions surrounding education (Lim et al., 2013; 






Calderhead (1996) draws a line between knowledge and beliefs, with the former being 
described as “factual propositions and understandings”, whereas the latter are 
composed of “suppositions, commitments and ideologies” (p. 715). While the empirical 
basis for this delineation is unclear, it remains a productive conceptualisation of the 
ways in which teachers organise their worldview: into things supported by facts and 
other ideas “from the gut.” This can then inform the discussion of teacher beliefs as they 
correspond to ICT, as an example, in that teachers who have practical experience in 
blogging, or even know other teachers engaged in blogging, may not necessarily 
manifest a belief that these practices can be exploited for positive pedagogical 
outcomes in their own classrooms. 
 
This seeming insensitivity of beliefs to facts and experience, contrasts with the 
conceptualisation of knowledge, being grounded in fundamentally objective experiences 
and processes, which can be derived through rational discourse. The proposition of 
beliefs requires that no such consensus emerges, instead comprising purely subjective 
experience that may resist external interpretation or criticism (Fives & Buehl, 2012). 
According to Nespor (1987) the fundamental shift in beliefs is moreso a personal 
decision rather than an observation arrived at through a deliberate consideration of 
evidence. This is precisely why research on subjective perceptions of the nexus 
between PD and ICT is so vital, and therefore why its absence is problematic and of 
interest. 
 
3.7.1 Active users vs passive consumers of technology 
 
It is disputed, however, what model of PD in ICT is most effective (Knight, 2002), and 
this is something which needs to be examined. This is especially salient when taking 
into consideration that the way teachers incorporate ICT in their classrooms has been 
found to have substantial ramifications on students’ performances (Skryabin, Zhang, 
Liu, & Zhang, 2015; Venkatesh, Croteau, & Rabah, 2014). In a study carried out in 
Hong Kong, Chiu & Churchill (2016) found that teachers believe they have good 





actual technology use. Though this quantitative study is particularly relevant as it was 
carried out in Hong Kong, it only incorporated a Likert-scale questionnaire without any 
follow-up interviews to interrogate teachers’ beliefs. The findings should be considered 
tentative or suggestive and deserves further investigation. Though what remains 
unclear from this particular research is the manner in which the teachers were able to 
achieve an elevated understanding of ICT, which would prove very useful for the 
present study. 
 
Another recurrent theme in the research is that one of the more common methods to 
increase teachers' skills in terms of utilising technology is the “re-tooling” approach 
where teachers' competencies are being developed through a focus on specific types of 
ICT applications. This type of training is often in the shape of a skill workshop, which is 
very prevalent in HK, though which remains clearly problematic that after such PD 
teachers are left on their own to find things to do with these ICT skills in their teaching 
(Kalman & Guerrero, 2013). Bigum (2002) refers to this approach as “domesticating” the 
computer and Lankshear and Bigum (1999) term these practices the “technologised” 
approach. Instead of focusing on helping teachers to develop or build upon essential 
skills and engage students in using ICT in a pedagogically sound manner consistent 
with their teaching materials.  
 
In that context, it is important to note that a long-standing call in the arena of PD in ICT 
was made by O’Rourke in 2001: “to focus on pedagogy rather than on the technology 
itself” (p.31), and echoed by scholars such as Higgins (2016). This call was later further 
developed where PD in ICT should focus on “confidence in change … rather than 
evidence of [ICT] competence” (Loveless, 2003, p. 324) and later supported by Ryan 
and Bagley (2015). This trend in thinking later evolved into a call for a culture change, “a 
renaissance,” (Fisher, Higgins, & Loveless, 2008) with a focus towards a reinvention of 
the practice inside the classroom to find new ways to teach, collaborate and incorporate 
more complex tasks so everyone continues to learn and grow (Prestridge & Tondeur, 






Therefore, in order to encourage productive incorporation of technology, a starting point 
for PD is to understand teachers’ perceptions and beliefs as well as the origin of 
potentially tacit concerns they might have. Davis, Bagozzie and Warszw (1989) have 
developed a framework, the Technology Acceptance Model (TAM), to address precisely 
these beliefs. It seems to imply that a positive perception of the importance of 
technology to the teaching and learning goals of the classroom will carry over into 
generally favourable orientations to it. Complicating this, however, is contrasting 
research suggesting that the complexity of teachers' actual decisions to engage 
productively in using technology may be more nuanced than the previous model 
suggests. As an additional hindrance, a great deal of studies have found that teachers 
are frequently frustrated by external factors such as training, technical support and 
various pedagogical resources (Li, 2014).  
 
As a secondary focus of this type of research, several studies have sought to simply 
enumerate which types of technology are used, and how teachers are using them. 
These authors (Li, 2007; Li & Ni, 2011; Tondeur, van Braak, Ertmer, & Ottenbreit-
Leftwich, 2017) discovered that technology is primarily used in preparation for teaching, 
as well as in lesson delivery following a traditional instructional model (Hinostroza, 
Ibieta, Claro & Labbe, 2016; Ibieta, Hinostroza, Labbe, & Claro, 2015). The two studies 
carried out by Hinostroza, Ibeita, Claro and Labbe (2016) as well as Ibieta, Hinostroza, 
Labbe and Claro (2015) were both carried out in Chili with secondary school non-
English secondary school teachers. The former study used 12 semi-structured 
interviews with observations, and the latter only a self-reported questionnaire.  In 
essence, there's nothing new here; merely reproducing existing teaching approaches in 
a more technologised way. 
 
Contrastingly, the current movement within ICT professional development increasingly 
emphasises a focus on pedagogy instead of the technology itself (Hubbard, 2018; 
Prestridge, 2014). This is a positive step towards enabling teachers to not only use the 





doing so they may enable the innovative possibilities of ICT in English language 
teaching.  
 
However, it appears that most PD is still simply focused on such “re-tooling” of teachers 
and fails in actively engaging them, instead focusing on developing teachers’ 
competencies on one specific type of ICT application that is already present in the 
curriculum (Tondeur, 2015; Koh, Chai, Lim, 2016). This “technologised” approach 
(coined by Lankshear & Bigum, 1998) only deals with first-order barriers (hardware and 
software) and not with what is arguably much more influential: the second-order barriers 
discussed above, such as changing teachers’ attitudes, beliefs and pedagogy. Granted, 
these second order barriers are much more difficult to quantify, and hence more difficult 
to collect data on, though as discussed above, these less tangible aspects of successful 
ICT integration into the classroom seem to be much more impactful. 
 
Today’s teacher can therefore no longer be satisfied with using technology merely as 
support for lecture-based instructions, as this is a far cry from the currently advocated 
best practice in the field (Lawless & Pellegrino, 2007; Partnership for 21st Century Skills, 
2007). Instead, it is recommended that teachers follow and use “constructivist-
compatible” instructional activities rather than the traditional “transmission” view of 
learning (Becker, 2002). Research has found that there is a strong correlation between 
teachers who are active users of technology and those who espouse contructivist 
viewpoints (Ertmer et al., 2015). However, teachers need convincing reasons to 
significantly alter their practice. If change is forced or mandated from administration, the 
results may be weak acceptance, without genuine change (Evans, 1996). 
 
3.7.2 Beliefs regarding integrating ICT into classroom practice  
 
Although becoming more widespread, existing literature related to PD focused on ICT in 
tertiary educational institutions is still regrettably lacking in terms of breadth and depth 
(Hu & McGrath, 2011; Zhu, 2015). This is largely dependent upon three facets of the 





secondary educational institutions. Secondly, teachers in general have been the primary 
focus of this research, not specifically language teachers (Bliss & Bliss, 2003; 
Karagiorgi & Charalambous, 2006). Thirdly, even when considering those studies taking 
place in a tertiary educational context, the overwhelming focus was on the programmes 
themselves, for example, the practices or structure of these programmes (Spencer-
Oatey, 2007), while those which actually investigated barriers of a second-order nature, 
as discussed above, were by far in the minority (Howard, Chan, & Caputi, 2015; Waight, 
Chiu, & Whitford, 2014). 
 
Of the research that does exist, the incorporation of technology has encountered a 
number of barriers, and these have been widely researched and discussed for the past 
thirty years (Lowther et al., 2008; Albion et al., 2015; Vongkulluksn et al., 2018). A 
comprehensive study (Hew & Brush, 2007) investigated the leading barriers to ICT 
integration between 1995-2006 and found the three most commonly cited were 
resources, the skill base of teachers, and the particular attitudinal stances of teachers 
(Lam, 2000; Hsu, 2016). Most importantly for the present study, lack of PD for teachers 
is the most frequently mentioned source for lack of implementation of new technology 
as shown in the work of Drexler, Baralt and Dawson (2008), and teachers still tend to 
respond to PD with little positive feedback (Appova & Arbaugh, 2018).  
 
3.7.3 The link between ICT practices and teacher beliefs 
 
To better understand why some teachers, integrate ICT and others do not, there is a 
need to examine professional development modes, attitudes and beliefs and perceived 
usefulness as means to improve teachers’ impact in the classroom. 
 
As argued above, the belief systems of teachers are multidimensional and complex, 
comprising various intersecting aspects (Hermans et al., 2008). Further, a great number 
of researchers have suggested that these systems of belief may directly influence the 
manner in which technology is utilised by teachers in the classroom (Chiu & Churchill, 






It is important to note at this juncture that numerous studies have explicitly supported 
this connection: that teacher belief about teaching and learning are direct determiners of 
how ICT is actualised in the classroom (Tondeur, van Braak, Ertmer, & Ottenbreit-
Leftwich, 2017; Eickelmann & Vennemann, 2017; Lawrence, 2018; Jääskelä, Häkkinen, 
& Rasku-Puttonen, 2017). Studies have been conducted analysing the correlation that 
exists between the effective integration of ICT in classrooms and attitudes of teachers 
towards the same (Ertmer & Ottenbreit-Leftwich, 2013; Hur, Shannon, & Wolf, 2016). 
While it may be true that other factors impacted the effective integration of ICT into 
these classrooms beyond merely the attitudes of the teachers, this research clearly 
shows that these positive attitudes are not an impediment to such integration. 
 
In a seminal study conducted by Veen (1993) discovered that teachers’ beliefs 
pertaining to the subject they are teaching, and the benefit of digital pedagogy 
thereupon influence their use of ICT. This study supports the Technological 
Pedagogical Content Knowledge (TPCK) approach originating with Mishra and Koehler 
(2006), who underscore the methods through which ICT changes content knowledge. 
Further, Li (2014) discussed differing epistemologies along the spectrum of effects on 
the implementation of ICT. In terms of helpful approaches in mathematical pedagogy, a 
type of epistemology that is characterised by “[a belief] that students learn best when 
they are given projects and guidance to help them construct mathematical concepts for 
themselves” (p. 243) was discovered to be beneficial. 
 
However, one particular epistemology characterised by a reductionist outlook, “where 
concepts are viewed to be passed along one at a time to students” (p. 244) was found 
as detrimental to an effective integration of ICT. Comparing these two types of learning 
models, in a study conducted in 2000, it was discovered that those tending towards a 
more sophisticated and critically reflective epistemology were more likely to correlate 
with constructive application of the same (Howard, McGee, Schwartz, & Purcell, 2000). 
In addition, previous studies have found direct correlations between constructivist 





Tondeur, 2015; Schrimshaw, 2004). The contributions of this research notwithstanding, 
there continues to be a lack of such inquiry at the tertiary level in a Hong Kong context. 
 
Recent research by Patrick, Elliot, Hulme and McPhee (2010) and Korthagen et al. 
(2014) showed PD to be most useful when teachers were able to actively reflect on 
these practices, and the greatest benefit from this reflection was its ability to engender 
positive risk taking behaviour in the teachers, and this highlights the importance of 
informal networks in maintenance of learning communities which enhance and sustain 
efforts towards PD (Walsh, Bradshaw, & Twining, 2011; Macia & Garcia, 2016).  
 
In addition, there have been several studies carried out regarding how to best take into 
account the perspectives of teachers during the process of full ICT integration into the 
classroom (Kozma, 2003; Tondeur et al., 2013; Ertmer et al., 2012; Ryan & Bagley, 
2015). Teachers tend to select ICT tools based on their belief about “good” education 
and their role as teachers (Lim et al., 2014; Yu, 2013). In terms of language teachers, 
the selection of ICT tools can be very indicative of their overall approach to language 
education (Davis, Otto & Ruschoff, 2013). Even today, Ertmer and Ottenbreit-Leftwich 
(2013) showed that the primary use by teachers was ICT as aids to delivering content 
and not to effect meaningful changes in students’ outcomes. They suggest stakeholders 
need to consider the effects of context as well as socio-affective factors, as these can 
alternately serve to help or hinder the process. This is comparable to what Sang et al. 
(2010) and Hur et al. (2016) found, that for ICT to be successfully integrated, numerous 
factors come into play, including resource level and infrastructural availability.  
 
It is therefore of paramount importance that pre-existing pedagogical beliefs of teachers 
are raised to a conscious level such that they may become subjects of detached 
scrutiny and possible restructuring in line with a comprehensive programme of PD. A 
multitude of authors have discussed this second order barrier of teacher beliefs, 
especially as related to its impact on the success, or lack thereof, of integration of ICT 
into the classroom (Ertmer et al., 2012; Ehman & Bonk, 2002; Eib & Cox, 2003; 





remain a bit lacking in the Hong Kong context, and more specifically in terms of PD 
related to ELT ICT. 
 
Not necessarily always detrimental, these beliefs definitely play an important role as 
guides to how teachers approach new problems and situations, as well as application of 
teaching techniques and practices (Hsu, 2016;). Relative to their interaction with 
students, teacher beliefs have also been shown to somewhat delimit conceptions of 
student ability, as well as being an indicator of professionalism (Zeng, 2008). This is 
echoed by Chen and Chang (2004), who emphasise the significance of teacher beliefs 
as core predictors of success in teaching experiences. 
 
Additionally, researchers have found when identifying behaviour in class that teacher 
beliefs are considered a significant indicator because of the effect they play in the 
mediation of actual decision making as regards pedagogy (Lim et al, 2014; Yu, 2013). 
Basically, a positive attitude towards ICT integration is normally believed to correlate 
with the promotion of activities which are student-centred (Fives & Gill, 2015). 
Consequently, in terms of integrating technology, there seems to be a link between 
attitudes related to effectiveness of particular modes of instruction and willingness to 
incorporate ICT in fulfilling the instructional goals.  
  
3.7.4 Face maintenance and cultural consequences 
 
One final complicating factor is teachers' fear of loss of face, or self-respect and esteem 
within the community (Coggin & Coggin, 2001), which impacts my particular context in a 
very significant way. A focus on face maintenance necessarily entails self-perception 
and perception of teaching, which can impact pedagogical activities of teachers (Yeung, 
Craven, & Kaur, 2014). Further, as their teaching develops, it can become regulated by 
the dynamics between these perceptions and actual practice (Han, 2016). 
 
It is for this very reason that some authors have pointed out that any genuine 





underlying beliefs and attitudes (de Vries, Grift & Jansen, 2014). Both teachers and 
students have deep anxiety centering around their own and others' perceptions of face, 
the potential loss of which stands as an enormous threat, entailing negative 
consequences for their position in the community.  
 
Given that the attempted integration of ICT and its high potential for difficulty necessarily 
entails a possible threat to face, teachers may pre-emptively reject any such 
developments as their self-concept encompasses expectations of negative face as 
negative achievement (Hwang, 2007). 
 
In some extreme cases, teachers may even react in rebellious ways to potential threats 
of face-losing behaviour (Hu & Li, 2008). In a socially prescribed imperative to avoid 
“losing face” both students and teachers are expected to adhere to certain social roles, 
and failure may cause either party to feel deeply ashamed and embarrassed (Pinner, 
2019). This might eventually lead to losing confidence in interactions and damage the 
classroom atmosphere (Han, 2016). Further, teachers may already have encountered 
negative experiences from their own careers or those of colleagues with this possibility 
outside the context of ICT, as those not able to follow these prescribed rules/roles are 
likely to experience difficulties and possible conflicts in managing their classes, 
especially when involving freshman students (Hue, 2005). 
 
Given the particular social and educational contexts of Hong Kong, it may very well be 
the case that attempts to introduce a less teacher-centred approach is impractical, and 
further, that this is a much greater impediment to the increased integration of ICT into 
the classroom than any sort of subjective perceptions or beliefs of any of those involved 
in the process, be they teachers, students or administrators. What this chapter intends 
to highlight, however, is that we are unable to make that determination in the absence of 
sufficient scholarship related to this very issue. It is a persistent gap which needs 








Given all the issues and challenges presented in the relevant research, it is clear that 
much has been done, though much remains. This chapter has presented research 
suggesting that ICT integration into classroom teaching is necessary, and even 
mandated at both the institutional and national government levels. Further, various 
factors affecting the likelihood of positive and negative outcomes have been well 
documented by these researchers. Another clear outcome of any review of the literature 
is that there exists a gap, specifically in terms of research in the tertiary educational 
sector in Hong Kong, targeting language teachers specifically and focused primarily on 
the socio-affective factors influencing their ability to fully integrate ICT in their 
classroom.  Further and parallel to this lack in research, multiple challenges also persist 
in translating the extent research output into tractable student learning outcomes.  
 
Given the above considerations, it is clear that a more in-depth inquiry into teacher 
beliefs and experience as regard PD focused on ICT skills would be beneficial, 

























This chapter will seek to elaborate on and clarify those beliefs foundational and 
fundamental to my understanding of research methodology as pertinent to the present 
study. These will be used to argue for the specific methodological approaches I have 
taken, and the rationale for the same will be presented and supported. I set out the 
arguments surrounding the interpretive paradigm, provide the full details of my 
approach, and connect these to my decision to analyse the data as I have so chosen to 
do. Especially with a grounding in the previous chapter's extensive review of the 
literature, I seek to present a defensible and principled basis upon which to thoroughly 
conduct my study and assess the results via a rigorous inspection of the data. 
 
The rationale for using a mixed-method design, and two-phase structure, is the 
demonstrable lack of either method, collecting only quantitative or qualitative data, in 
isolation, to be satisfactory in answering the research questions, nor to fully capture the 
trends and elements contained therein. The first phase, a questionnaire, will provide an 
overall picture of the research problem. Subsequent to this, analysis of the relevant 
qualitative data serves as a productive means of refining the previous results, given the 
ability to interrogate participants’ views and unpack their hidden voices in a more fluid 
manner (Rossman & Wilson 1985; Tashakkori & Teddlie, 1998; Creswell, 2009). A 
range of authors have previously employed this method (Greene & Caracelli, 2003; 
Tashakkori & Teddlie, 1998; Denscombe, 2008), and it can serve to construct a much 
more robust analysis, utilising the particular strengths of each of the different data types. 
It should also be noted that this structure is straightforward to implement, and data will 







My purpose is to gain a richer understanding of how teachers actually participate in 
professional development activities around ICT. Therefore, as presented previously, my 
study is informed by a number of research questions. Given that I'm interested in 
sketching a holistic picture of the full context underpinning professional development in 
ICT, my first question seeks to approach this directly, whereas the second question 
serves to fill in the qualitative details involving teachers' opinions and stances towards 
this type of professional development. The third and fourth questions more explicitly 
pertain to the actual usage of ICT skills during the course of classroom teaching, with 
the former addressing teachers' qualitative assessment of the same, whereas the latter 
involves meta-data of sorts, targeting teachers' perceptions of the effectiveness of 
professional development in helping them to fully exploit ICT in their teaching. For 
clarification, the research questions are reproduced in full below:  
 
1. What professional development activities have the Hong Kong tertiary English 
teachers studied in this research engaged in to develop their ICT skills?  
2. What attitudes towards the different forms of professional development for ICT 
skills do these tertiary English teachers hold regarding their potential to enhance 
teaching? 
3. What are these English teachers' attitudes and beliefs about integrating ICT in 
their teaching? 
4. To what extent do these English teachers perceive the usefulness of professional 
development activities and the effect of the perception on their beliefs in 
integrating ICT in teaching?  
 
4.2 Interpretive paradigm 
 
Many different paradigms in educational research provide systematic inquiries aimed at 
producing knowledge (Denzin & Lincoln, 2005). 
 
In the research process the data collected will be qualitative or quantitative, and use of 





addition, each paradigm is based upon its own ontological and epistemological 
assumptions, and it is virtually impossible to conduct any research without adopting a 
stance, even tacitly. 
 
The quantitative approach is prominent in Hong Kong, where the positivist approach 
has been primarily used to assess how tertiary English teachers perceive PD (Trent, 
2012), probably because positivist research is “the central philosophical stance in a 
great deal of organization theory” (McAuley et al., 2007, p. 33) and, therefore, the 
default position for research on management practice. One of the main benefits of 
conducting positivist research, from the institution's perspective, is that it has 
unambiguous criteria for making sense of the results (Nunan & Bailey, 2009), which is 
particularly valued by management (McAuley et al., 2007). This putative benefit, 
however, comes at the expense of the more human side of teaching, and Freeman and 
Johnson argue that it “ignores and devalues the individual experiences of teachers” 
(1998, p.399), who are after all at the centre of what is being measured. 
 
It is for this reason that positivism by itself seems inadequate to address my research 
needs, as it does not allow for a complete exploration of experiences, attitudes, beliefs 
or perceptions (Merriam & Grenier, 2019). Littlewood (2004) makes the case that PD is 
not a direct line of internalisation of information; instead it is part of an on-going process 
where one is making small changes. Though positivism contains a strong appeal for 
management, and it is ultimately the administration of the academic institutions who 
must be convinced of the need to change, if any adaptation to PD in ICT is to occur, I 
ultimately decided that this particular approach was simply too limited to fully explore 
the more interpersonal aspects of the phenomena I seek to investigate. It is precisely 
this limitation of positivist research relative to my area that leads me to make a case for 
interpretivism. 
 
My experience as a teacher and teacher-trainer has imparted a viewpoint implicitly 





primarily mediated via human interactions, b) appreciate flexibility in the research 
process, and c) definitely approach PD as a context-specific process. 
 
The interpretive paradigm is fundamentally concerned with the understanding of people 
and what makes them behave as they do, as argued in the work of Babbie and Mouton 
(2008), and it is highly concerned with the real-life experience of study participants. This 
paradigm is traditionally connected to the work of both Max Weber and Wilhelm Dilthey. 
It emerges from a deep sympathy and understanding, or Verstehen, of the ways that 
people live their experiences according to Dilthey (Neuman, 2011). In a similar vein, 
Weber argued that everyone is attempting to craft an internally consistent logic for the 
world they inhabit, and in doing so, engage in a continual process of creating, providing 
meaning for, defining, justifying and rationalising their actions on a daily basis (Babbie & 
Mouton, 2008; Cohen et al., 2011).  
 
Interpretivists believe that a fully cogent understanding of the social world is necessarily 
a pointless task, as this world is socially co-constructed, and as such is composed of 
the subjective meaning given to it by those actors who cooperate in its creation. Thus, 
the task of the researcher, who is part of the world they are observing, involves making 
sense of that which is happening around them. The strength of this approach is that this 
process can produce types of data above and beyond what has traditionally been 
defined as scientific knowledge (Blumberg et al., 2011). 
 
To summarise, interpretivist researchers attempt to outline the basis for participant 
construction of these subjective shared realities, and further to provide principled 
analyses, which are necessarily meaningful for those involved, as to the explanations 
for the phenomena they observe. Crucially, this embedded nature of the researcher's 
interpretation is paramount, rather than to merely generalise and predict causes and 










The ontological position of interpretivism is relativism, meaning that reality cannot be 
successfully conceptualised nor understood without context; it is subjective and 
constructed through experience and social interactions (Guba & Lincoln, 1994). 
Interpretivist research is about examining emergent meaning in the experiences of 
individuals, based on interactions with the social environment; the very concept of an 
objective reality is rejected. The researcher and the participants are co-creators of the 
study’s results. 
 
It is for this very reason that it is so vital for the present study to engage with social co-
construction, as I am proposing to do. It is not enough to merely note down pen-and-
paper responses of the participants, but rather, that these serve as a stimulus and 
accelerant for the later discussion, in which it may be possible to co-construct their lived 
experience of both professional development and ICT. Indeed, this socially mediated 
exploration of perceptions and beliefs is of primary importance in this particular 
paradigmatic and ontological position, and it is therefore at the heart of my 
methodological approach. 
 
Interpretive inquiry “sees the meanings we live by as permeating and 
shaping the practice and institutions of others and the world ‘out there’ 
much as they belong to our ‘inner life’” (Bishop, 2007, p. 71). 
 
At present, many professional development programmes in Hong Kong tend to be 
situated in a traditional, transmission paradigm. This is something which does not 
resonate with me, as being a teacher is anything but stagnant – the school environment 
is ever-changing and the teaching field is constantly evolving. Education research is an 
on-going process; it is necessary to appreciate its inherent multi-dimensionality as 
discussed in the work by Richards (2003) and ultimately find ways to authentically 
represent its complexity. The nature of one person teaching many students on different 





from students, as well as the issues of motivation, benefits and usability, cannot entirely 
be assessed by quantitative methods, as quantitative data only provide part of the 
picture. 
 
As previously discussed, an interpretive perspective positions not only the observed 
world but also the subject observer within an enacted practice of manifesting the world 
(Morehouse, 2012). 
 
“The way we experience everyday life, values, and meaning are both in us 
and in the world around use” (Bishop, 2007, p. 71). 
 
Furthermore, the meaning of words cannot be defined through dispassionate 
observation, but rather realised in the context of human activities (Harre & Tissaw, 
2005). Much in the same way that knowing the word for a thing is different to knowing 
about a thing, and much in line with current research on the need for students to 
engage in contextualised learning, it is the interaction and negotiation of meaning that 
imbues the learning endeavour with its salience and weight. So it is also with the 




In a similar way to the ontological framing of a contextualised reality previously argued 
for, the epistemological position of interpretivism argues for contextualised knowledge 
and considers the knower and known inseparable and closely intertwined, as 
individuals’ understandings of the outside world they inhabit are generated from within, 
not from without (Cohen, Manion, & Morrison, 2011; Guba & Lincoln, 1994). It is this 
interplay of the hidden internal worlds of participants with externalised shared reality 
that makes interpretivism at once both exciting and complicated, given that these 






As discussed above, the professional identities of teachers may be quite complex, and 
their attitudes and beliefs related to these identities can often be difficult to quantify. It is 
for this very reason that the present study has been conceived as such, featuring a 
heavy emphasis on exploratory qualitative data in the form of open-ended questions. It 
is hoped that through this process of allowing the participants to express themselves, 
involving the role of the interviewer in co-construction of this identity and the knowledge 
which it necessarily encodes, the social process of conversation will provide an 
emergent expression of identity and knowledge not possible to represent or capture in a 
more purely objective manner. 
 
Therefore, to fully reveal the complexity of PD we need to understand and interpret 
teachers’ everyday events, experiences and what they value. This will be achieved by 
carrying out a two-phase study (Creswell, 2014) to unveil the complexity of PD, offering 
depth to the research beyond the capabilities afforded by purely quantitative data. 
Consequently, adopting an interpretivist paradigm will enable me to “unpack” teachers’ 
attitudes and beliefs reported in both questionnaires and semi-structured interviews, 
and supplement the study and reveal the complexity of PD, offering a depth to the 
research beyond what quantitative data alone could supply. Consequently, to reach an 
interpretive understanding or Verstehen is only possible through the mediation of 
language, and further, as a result of analysis which is not purely quantitative (Schwandt, 
2007). As I researcher, I try to make sense of what is happening, and knowledge based 
primarily not on conscious judgment but rather contextualised meaning is the result of 
these interpretations. 
 




In the literature, research methodology is central to the validity of the research project, 
and it occupies a central place in terms of the researcher's overall approach (Leedy & 





the interpretive paradigm, as my primary aim is to uncover these mental constructs in 
others, and so it is incumbent to do so through the lens of their experiences and lived 
realities of these constructs. 
 
For the present research, I find Carter and Little (2007) to be particularly instructive, as 
the researchers argue that methodologies are a means by which to ratify the justification 
of the methods themselves, and further to codify the data produced and analysis 
undertaken. In taking this into account, I employed an exploratory mixed-method 
research design, to provide a high level and comprehensive way to understand the 
emergent phenomena (Morehouse, 2012) and to focus on understanding the 
perspectives of the TESOL teachers in tertiary institutions in Hong Kong, and not in 
establishing a determination of a person or phenomenon.  
 
4.3.2 Research design  
 
One common way to characterise a research design could be as the overarching view 
or strategy involved in carrying out the research (Welman et al., 2009) where there is a 
tight coupling and intersection of both procedures and methods in the pursuit of a 
reliable and defensibly valid data source of an empirically-based and principled 
analysis. With these complex intersections of the data inherent in the research design, it 
is easy to see why the exact question of the shape of my research design was not a 
simple one, nor was it trivial to settle on a comprehensive and thorough approach. 
However, in the following section, I attempt to provide my thoughts on how and why I 
settled on the particular design decisions that I did. 
 
As noted earlier, the present study will adopt the approach of an exploratory mixed-
method design, which is preferred to alternatives in the given context due to its potential 
to reveal the complexity of PD, where the qualitative data is used to inform, clarify and 
build on the initial quantitative data, occurring across two separate phases (Creswell, 
Plano Clark, Gutman, & Hanson, 2003) to create a holistic understanding. I found this to 





two modes of inquiry, quantitative and qualitative, can be used together if they are found 
compatible. In addition, Likert-type scales can be used as interpretive instrument when 
used in conjunction with qualitative data (Westerman, 2006). Following the work of 
Babbie (2013), I decided that this approach to data collection would provide the best 
chance to highlight where existing knowledge might be, in some way, deficient; and 
further, would allow for an iterative, cautious and intentional approach. A further key 
notion to keep in mind when collecting data in a mixed-method study within the 
interpretive paradigm is to collect complementary data in similar timeframes and 
maintain a focus on understanding and actions (Morehouse, 2012), and this is what I 
have tried to accomplish in this study, pairing the questionnaires with the interviews in 
as timely a manner possible.  
 
It should be noted that this study employs an explorative mixed-method research design 
within the interpretivist framework and that the emphasis is on the qualitative data. The 
important and salient characteristics of this type of qualitative research are extensive 
use of descriptive data, with an emphasis on the process through which the research 
proceeds rather than purely on the outcome, a basis of reasoning via induction – from 
example to principle, as well as the fundamental drive for meaning (Ivankova et al., 




This study adheres to a convenience sampling approach as it is a commonly used 
approach in qualitative research (Yates et al., 2012), such as the present study. In 
contrast to quantitative approaches that emphasise randomisation for rigor, it concerns 
“the selection of the most accessible subjects” based on availability, ease, speed and 
low cost (Marshall, 1996, p. 523). In short, those who end up taking part in the 
interpretive research study are intentionally chosen as a small cohort in order to 
maximise the depth, rather than breadth, of the data and are often easily accessible to 





One of the drawbacks of incorporating convenience sampling is that the sample might 
not be generalisable towards the larger population of tertiary English language teachers 
in Hong Kong. For example, I cannot be sure why certain teachers participated in the 
questionnaire and others chose not to. Perhaps, it was because of time constraints and 
the questionnaire interfered with their busy day-to-day teaching schedule. Or was it 
because they were not interested in ICT and/or PD? Did they participate out of 
kindness, or in service to face maintenance, to help a colleague? As it is difficult to 
answer these questions, the findings and interpretation of the study may engender 
criticism of the generalisability of the results for the entire population.  
 
However, my assumption of my knowledge of the local context and the background of 
the tertiary teachers in Hong Kong is that the members of this target population are 
fairly homogeneous. That is, that there would be no difference in the results obtained 
from a random sample or a nearby sample for example (Robinson, 2014).  As this study 
focused on rich, in depth data, convenience sampling was used to achieve a sufficiently 
elaborated understanding of the target population (Patton, 2002) at the potential 
expense of statistical generalisability.  
 
It is this very aspect of the convenience sample which is its main strength, allowing it to 
serve the researcher in carrying out a thorough investigation with a relevant focus for 
the given research questions (Creswell, 2009). As Yates, Partridge and Bruce (2012) 
explain, the appropriateness of selection of participants in interpretive research should 
be based on “the appropriateness to the purpose of the research study, that is, they 
have experience of the phenomenon being explored” (p. 103).  
 
As such, participants in my study are comprised of English language teachers from the 
seven major universities in Hong Kong: Hong Kong University, City University Hong 
Kong, Hong Kong Baptist University, Hong Kong Polytechnic University, Hong Kong 
University of Science and Technology and Chinese University of Hong Kong. The 
demographics of the teachers and students at these institutions are very similar to those 





nationalities and are a mixture of local Hong Kong and Western teachers, with students 
of roughly similar achievement levels in English. The participants therefore can 
reasonably be considered representative of the wider population of tertiary English 
teachers found in Hong Kong.  
 
4.3.4 Recruitment of participants  
 
Based on the convenience sampling approach outline above, the recruitment of my 
research participants in this study utilised the following steps. First, I contacted English 
language centres to obtain informal permission to access the research participants in 
order to conduct the questionnaire. After informal approval, I e-mailed the participants in 
December 2017 and invited them to participate in the online questionnaire, as this 
method should yield the highest response rate. A second email was sent one week after 
the first one to maximise the response level as suggested by scholars such as Van Mol 
(2016), and in total 58 participants from six universities in Hong Kong completed the 
questionnaire. Table 1 below (pg. 65) provides the demographic background of the 
participants who took part in the questionnaire. It details some descriptive statistics of 
the participants, including average age and teaching experience, as well as a tabulation 


















Demographic Survey Participants (N = 58) 
  Frequency (%) 
Gender Male 32 (55.2) 
 Female 26 (44.8) 
Age 21-35 10 (17.2) 
 36-50 28 (48.3) 
 51+ 20 (34.5) 
Workplace A 23 (39.7) 
 B 7 (12.1) 
 C 5 (8.6) 
 D 9 (15.5) 
 E 5 (8.6) 
 F 5 (8.6) 
 G 4 (6.9) 
Position Instructor 27 (46.6) 
 Senior Instructor 2 (3.4) 
 Teaching Fellow 2 (3.4) 
 Lecturer 12 (20.7) 
 Senior Teaching Fellow 2 (3.4) 
 Senior Lecturer 9 (15.5) 
 Assistant Professor 1 (1.7) 
 Other 3 (5.2) 
Experience 1-10 years 10 (17.2) 
 11-20 years 27 (46.6) 
 20+ years 21 (36.2) 
 
 
Further to the participants partaking in the questionnaire, 16 volunteered to participate 
in the semi-structured interviews. The discrepancy between those who volunteered, and 
the number eventually used as the data sample is a result of 4 of the participants being 





preliminary phase from the resulting data set. Table 2 (pg. 67) below outlines the 
demographics of the 12 participants invited, comprising institution, technology 
experience, academic rank and previous teaching background to provide a holistic 
overview of the research questions.  
 
As noted above, the lack of generalisable results afforded by the convenience sampling 
is a legitimate deficiency. This approach, however, was still the best sampling approach 
for this particular study, given its focus on a fairly homogeneous population, which is 
unlikely to present significant variability in the case of alternative sampling approaches. 
Further, these other sampling approaches (e.g., random sampling), would have 
presented practical difficulties out of scope for the present study. 
 
In addition, the self-selected nature of the participants may perhaps lend itself to valid 
criticism on the grounds that contrastive voices are not being heard. However, it may 
also be the case that those feeling most out of step with the current institutional efforts 
to incorporate ICT into the curriculum agreed to participate in order to voice these 
concerns. Again, the lack of explicit data collection along this potential axis of variability 
means I'm unable to definitively support or refute this possibility, and that is something 

















Table 4.2  
Demographic Interviewee Participants (N = 12) 
# Pseudonym Academic 
Rank 






T1 Jason Instructor A 15 UK, Thailand 
T2 Ted Instructor C 8 USA 
T3 Joyce Instructor F 16 Mainland 
China, Japan 




T5 Jonathan Lecturer C 18 Hong Kong 
T6 Andrew Lecturer G 20 Japan, Middle 
East 
T7 Frank Lecturer E 10 Canada 
T8 Jennifer Teaching 
Fellow 
A 11 South Korea, 
Japan 
T9 Philip Senior 
Lecturer 
B 25 USA, Middle 
East 
T10 Patrick Senior 
Lecturer 
D 14 UK 
T11 Vivian Senior 
Lecturer 
E 16 USA, Middle 
East 
T12 Mary Associate 
Professor 









4.3.5  Participants’ background and biographic data 
 
Jason, Instructor, 15 years of teaching experience, previous teaching background UK 
and Thailand) 
Jason is originally from the United Kingdom and has worked in Asia for the past 10 
years. Prior to Hong Kong he worked in the United Kingdom, where he completed his 
undergraduate degree, and Thailand at tertiary institutions. He has the typical TESOL 
background with a degree in English and CELTA certificate. He moved to Thailand 
because he wanted to travel around the region, then got smitten and decided to stay.  
 
Jason feels he is quite easy-going in terms of professional development and doesn't 
view it as adding any additional pressure to his job. He enjoys participating in 
collaborative discussions with colleagues and learning what other people are doing in 
the classes. He feels ICT can be beneficial in teaching, but it all depends on how it is 
actually utilised in the classrooms. 
 
Ted, Instructor, 8 years of teaching experience, previous teaching background USA 
Ted is new to Hong Kong and previously worked as an ESL/EFL teacher at a 
community college in the United States. He is very comfortable with online resources, 
an avid user of Google and created his own website which he uses with his students. 
He also believes in using various Google applications in is daily teaching. He is 
currently pursuing a certificate to become a Google certified educator. 
 
Joyce, 16 years of teaching experience, previous teaching background Mainland China, 
South Korea 
Joyce is originally from the United States and has spent her entire teaching career in 
Asia, having taught at two tertiary institutions during her time in Hong Kong. Describing 
her approach to technology as “cautiously optimistic”, she is easy-going and enjoys 
tinkering with new teaching tools. She feels technology helps to connect to the students 
better, as they are increasingly exposed to it in their daily lives. She believes we 
shouldn’t be afraid of trying new things as we all have been beginners at one stage and 







Monica, 6 years of teaching experience, previous teaching background Mainland China, 
Thailand, and South Korea 
Monica is originally from Taiwan but completed her university education overseas and 
has taught in various tertiary institutions in mainland China, Thailand, and South Korea. 
She doesn’t really believe that technology is everything that matters today and feels that 
her skill set regarding the latest technology tools is somewhat limited. She does feel one 
needs certain skills to use technology in her classes and is uncomfortable with looking 
unprepared in front of her students.  
 
Jonathan, 18 years of teaching experience, previous teaching background Hong Kong 
Jonathan is originally from the United Kingdom and has spent his entire teaching career 
in Hong Kong. He approaches English as something fairly simple and not overly 
complicated that needs a lot of technology input. He prefers a more traditional teaching 
approach and enjoys participating in informal PD where he can chit-chat with colleagues 
about what’s new. 
 
Andrew, 20 years of teaching experience, previous teaching background Japan and 
Middle East  
Andrew is from the United States and worked in Japan and the Middle East prior to 
settling down in Hong Kong 10 years ago. He had taught in Japan for over 10 years 
before moving to the Middle East. Like many teachers drawn to TESOL he initially 
moved to Japan to experience the culture for a year or so before returning back to the 
States for his graduate studies. He is keen to try and learn more technology skills and 
he enjoys incorporating Google applications frequently in his classes.  
 
Frank, 10 years of teaching experience, previous teaching background Canada 
Frank was born and raised in Hong Kong but moved to Canada to complete his 
secondary and university education, and later worked in Canada for a few years before 
returning to Hong Kong. He thinks he is very busy with his daily teaching duties and 
complains of having no time to attend PD sessions. He also expresses feeling pressure 
to constantly update his skills and knowledge. In terms of the value of learning new ICT 
skills, he prefers something tangible, which he can incorporate directly in his lessons 






Jennifer, 11 years of teaching experience, previous teaching background South Korea 
and Japan  
Jennifer is Canadian and had worked 3 years in South Korea and 4 years in Japan 
before moving to Hong Kong. She also has a degree in business administration but later 
completed an MA in Education online and a teaching certificate while teaching in Japan. 
She doesn’t feel like she is too busy to try new things but doesn't feel particularly 
motivated to tinker with new things on her own time. She much prefers attending PD 
sessions and learning collaboratively with colleagues, but does feel at times that she is 
uncertain about the value of her own research area.  
 
Philip, 25 years of teaching experience, previous teaching background USA and Middle 
East 
Philip is an American and previously worked at a State University in the US as well as a 
higher education college in the Middle East. He enjoys using the same technology as 
his students as he feels it improves the socio-affective context of his teaching. He 
doesn’t mind sharing his knowledge with colleagues, and he often engages in informal 
chats with them either in the teachers' common area or during lunch. He is specifically 
interested in PD that is very hands-on and can be implemented in the language 
classroom without the need for too much theory.  
 
Patrick, 14 years of teaching experience, previous teaching background UK 
Patrick is from the United Kingdom and has worked in various institutions in Asia prior to 
arriving in Hong Kong. He has spent the past 5 years in Hong Kong, and and has 
worked at two tertiary institutions.  He confesses mixed-feelings about technology and 
finds it quite a challenge to use it in his teaching. On the other hand, he also feels it can 
make teaching more convenient, as it removes the need for repetitive generation of 
materials. He states, however, that it is a pressure to keep thinking about how to 
integrate it in his teaching.  
 
Vivian, 16 years of teaching experience, previous teaching background USA and Middle 
East 
Vivian is an American and previously worked in the United States as well as the Middle 
East prior to transitioning to Hong Kong. She firmly believes that PD is something that 





need for top-down pressure. On the other hand, she recognises the place for funding 
coming from the institutions. She enjoys trying out new ICT tools and is constantly 
looking for something exciting and different. She feels it is ok to ask students for 
technological help and that one shouldn’t feel embarrassed to express a lack of 
knowledge, given it is a good model for her students to emulate. 
 
Mary, 25 years of teaching experience, previous teaching background UK 
Mary was born and raised in Hong Kong and moved to the United Kingdom to complete 
her higher education.  She is an avid reader and looks to her colleagues to suggest 
good PD sessions to attend. She thinks technology can help students to be more 
actively involved in the language classrooms and is open-minded and hands-on with 
tinkering with new tools. She has a quarter-century of experience in the profession and 
seen multiple trends emerge and fade away, though admits that integrating ICT is not 
likely to become less common any time soon.  
 
4.4 Data collection procedure 
 
4.4.1 Importance of piloting 
 
To increase the likelihood of success in collecting data I piloted both of my instruments 
in order to pre-test and assess them (Rothgeb, 2008). Piloting is imperative if we want 
to be successful in collecting meaningful and rich data from our participants, as it might 
provide advance warning where, for example, the questions and/or format may be 
inappropriate or too complicated. This was especially pertinent in my case, as teachers 
came from seven different universities in Hong Kong and it was important that they 
understood items in a roughly similar and consistent manner. It should also be noted 
that piloting is of further benefit to the researcher in providing accelerated feedback on 
the methodological techniques employed in the study, able to highlight issues which 








4.4.2 Piloting the questionnaire 
 
I followed Oppenheim’s (1992) notion that everything about the questionnaire should be 
piloted. After I designed the questionnaire, I asked seven teachers (one from each 
university) to complete the questionnaire and provide feedback on areas including, but 
not limited to, clearness of the individual items, the instructions, the visual layout on the 
page, any potential ambiguities of problematic wording, the intelligibility of the text, 
specific question types and formats, average completion time, platform and complexity. 
I analysed their responses using descriptive statistics to increase “reliability, validity and 
practicability” (Wilson & Mclean, 1994, p. 47) and questions were deleted or rephrased 
to eliminate ambiguities as a step towards finalising the questionnaire (Dörnyei, 2015).  
 
One of the main challenges was that the pilot group reported the questionnaire took 
about 10-15 minutes to complete, which was too long according to the respondents (see 
Rolstad, Phlic & Ryden, 2011). Thus, I took time to carefully reflect on the questions and 
other aspects to ensure I would still collect useful data, even though I had combined 
and omitted answer items, and I had to pilot my questionnaire twice with the same 
seven teachers. After careful consideration, the final version I settled upon took 
respondents approximately four minutes to complete.  
 
4.4.3 Piloting the interview 
 
I used two participants (not among the final 12 interviewees) who had agreed to be 
interviewed as a preliminary piloting of sorts, intended to get formative feedback as to 
the effectiveness of my general questions in generating data I could use, as well as 
serve the very useful function of getting more practice for later interviews. I took notes 
during these interviews (as well as during the subsequent interviews) and listened and 
transcribed the two interviews instantly after the interviews were conducted. I felt that 
they had provided useful data, but I had missed identifying emergent opportunities to 
probe further and could have structured the questions better to elicit deeper information. 





Researcher: What’s your impression of recent professional development 
workshops on Blackboard? 
 
Monica:  Not really useful, as I’m limited in what I can actually do on the BB   
                                site as an instructor.  
  
Researcher:      I see. Have you attended any other PD in ICT that were more  
                                suitable for your job as an instructor? 
 
In the above exchange, I missed the opportunity to delve deeper into the issue and 
probe what she would like to be able to do on Blackboard. 
 
Therefore, it was clear to me that I had to update the interview schedule so as to 
provide for more open-ended questions with less enforced overt structure. Additionally, 
as I listened to the first two interviews, it became readily apparent to me that I had not 
incorporated as much active listening strategies as I had intended, and definitely could 
have made more use of positive affective feedback (e.g.”um-mm”, “yes…”, “right…” 
etc.) intended to maintain conversational momentum and rapport. 
 
I believe by incorporating active listening strategies in the subsequent interviews, I was 
able to successfully position myself as a partner in the shared construction of the very 
data I sought to investigate; an aspect I identified early on as absolutely crucial to the 
design and methodological architecture of my study. The remaining 12 interviewees 
(data used for analysis) dealt with questions which had been standardised in 
accordance with the feedback and revised appropriately (Robson, 2012).  
 
Finally, the data collection tools were sent to my research supervisor who very kindly 
provided ample constructive feedback on them and asked me to rephrase, rearrange, 
and omit certain items and to clarify others. This was of great benefit both to me as a 









4.4.4 Questionnaire considerations  
 
Turning to the design of the first main research instrument I used, I will now outline the 
considerations and reasoning behind the details of the questionnaire. I began by 
employing a questionnaire with closed-ended questions, given its potential to be time-
efficient, resulting in responses which are easy to code and interpret, and which are 
straightforward to analyse (Krosnick, 2018) with the added benefit of focusing 
responses moreso than open-ended questions. 
 
The aim of the phase was the identification of the salient variables of teachers’ attitudes, 
beliefs, perceptions, views, and experiences highlighted in the research questions, as 
well as assisting in principled selection of question focus for the second phase of the 
study, namely to “set the scene” (Tatzl, 2011), for the semi-structured interviews. The 
emergent themes acted as a catalyst and jumping off point for the later interviews, 
informing the choice of discussion topics. In my review of the literature, I found that it is 
common for questionnaires to be used in this way toward unearthing teachers’ beliefs 
and attitudes (Eickelmann & Venneman, 2019). 
 
As participants and I are colleagues (in some instances), this type of questionnaire 
provided additional anonymity and respondents were hopefully more truthful. Moreover, 
there was no need to conceal their real feelings and provide misleading data, as there 
might be in a face-to-face encounter (Leedy & Ormrod, 2010). The questionnaire was 
completed at the participants’ convenience during the academic year 2017-2018. 
 
4.4.5 Questionnaire design 
 
Subsequent to setting out my research objectives and giving careful attention to the 
foregoing issues, I was able to develop a questionnaire based on similar relevant 
studies dealing with PD issues, such as Mak (2010), Goodall et al. (2005), Garet et al. 






Turning back to the practical details of the questionnaire, I found that Oppenheim (2008) 
recommends fixed-choice questions to maximise time and minimise the volume of 
feedback that “fill-in-the-blank” questions may require, and this seemed very 
reasonable, as I had already found my initial questionnaire was too long. The 
questionnaire consisted of 10 closed questions using a Likert scale and two additional 
open-ended questions which can be clustered into five wide-ranging thematic 
categories.  
 
The first group, which includes Q1-Q6, seeks to determine participants' background 
information, including current position at their workplace, number of years of teaching 
experience and in what countries previously they have worked as an English instructor. 
The second category (Q7) was designed to elicit responses of what professional 
development in ICT skills teachers have engaged in during their professional careers, 
such as workshops, short courses and publications, to mention a few. This section, 
among all others, seemed key in being able to elicit points for further elaboration in the 
interview. 
 
The third category (Q8) sought to ascertain participants' opinion of usefulness of 
professional development modes for enhancing their teaching. This category was 
assumed to possess a slightly higher affective response in the participants, given that 
they are not often asked to give critical feedback on programmes prescribed by the 
institutional administration. It was hoped that they would be able to answer honestly, but 
at the very least, this particular category was intended to spark further discussion in 
subsequent interviews. 
 
The fourth category (Q9) aimed to shed light on what attitudes and beliefs teachers 
have in terms of integrating ICT in their teaching. Similar to the third category, this one 
was judged as having a very high potential to be face-threatening, given that teachers 
do sometimes ascribe their own inability to effectively incorporate ICT (or any new 
methods, for that matter) into their classroom to external circumstances and lack of 





nature of the overall study, as well as the specific benefit their unbiased and honest 
feedback would provide. 
 
The fifth category (Q10) explored to what extent teachers perceive the usefulness of 
professional development activities in integrating ICT in their teaching. As the 
questionnaire used a Likert scale, which risks the possible oversimplification of issues 
(Hyrkstedt & Kalaja, 1998), an effort was made to account for any “forced-choice” effect 
associated with the Likert scale. Space for additional comment was provided (Q11) to 
provide the participants the chance to add anything in relation to professional 
development incorporating ICT, serving to augment the quantitative data with free-form 
qualitative responses, and it was pleasantly surprising to see that 15 comments were 
actually made. The final question of the questionnaire asked participants to provide their 
contact information if they would like to participate in the follow-up semi-structured 
interviews, resulting in 16 participants doing so, and 12 being invited based on years 
working in Hong Kong, technology experience, and background.  
  
Overall, this questionnaire (see appendix 1) provided a general though helpful window 
into the institutional context at the seven universities in Hong Kong. It also served as a 




As indicated above, one-to-one semi-structured interviews were conducted with 12 
participants at tertiary institutions in Hong Kong. Following the interpretive paradigm, I 
assumed that a thorough interrogation of the rich and multi-faceted description of the 
nature of professional development in relation to ICT would be possible within the 
framework of the semi-structured interviews as demonstrated in the work of Kvale 
(2007). 
 
Such interviews have been called “the soul of qualitative research” (Hutchinson & 





data collection, namely that they afford the researcher the opportunity to interrogate and 
unpack people's attitudes, beliefs, and subjective experiences (Kvale, 1996), and target 
more precisely what is “in and on someone else’s mind” (Patton, 1990, p.278). 
 
As discussed, the questionnaire played a major part in the study “to set the scene”, but 
the principal data collection method was the semi-structured interview. The 
questionnaire and the follow-up interviews were selected as the preferred methods as 
they are adaptable and flexible (Verma & Mallik, 1999) and as the best method to 
explore participants' answers and unpack their hidden meanings from the questionnaire, 
to let interviewees to “speak in their own voice and express their own thoughts and 
feelings” (Berg, 2007, p. 96).  
 
4.5.1 Development of interview protocol 
 
The interview protocol was informed by my four research questions and the results 
analysed from the preliminary questionnaire. I was further able to bring my interest in 
the subject and my awareness of the professional development in ICT in the researched 
context (see chapter 1 and 2 for rationale and context) to bear during the course of the 
analysis. As discussed in chapter 3, there are numerous considerations for the 
collection of interview data, and these informed the interview protocol I chose to employ.  
 
In order to understand and interpret professional development in ICT skills, and to 
preserve the conversation and inquiry goals of the research act, I included four types of 
questions: (1) introductory questions, (2) transition questions, (3) key questions, and (4) 
closing questions following work by Creswell (2007), Krueger and Casey (2015), 
Merriam & Grenier (2019) and Rubin and Rubin (2012) as I structured my interview 
protocol.  
 
I decided to take contemporaneous and systematic hand-written notes during the 
interviews to help me remember what was said throughout directly on the interview 





Saunders (2003). This helped to identify what I should follow-up later in the interview as 
well as help me to write a summary of the sequence of events for each interview (see 
Appendix 3). At times, I noticed that some of the interviewees looked very closely at 
what I was writing down, and it was a bit disruptive, so I decided to postpone any note 
taking until the interview was completed.  
 
4.5.2 Interview procedure and technique 
 
After 12 participants had been identified to be interviewed based on years working in 
Hong Kong, technology experience and background, they were contacted via email 
(they had provided their contact information in Q12 in the questionnaire) to arrange the 
interviews. At this stage, I confirmed with each participant their continued willingness to 
take part in my research study. I further described the ultimate goal of the research and 
made it clear that the oral interview would take about 30 to 40 minutes, and further that I 
would be recording it in order to make a faithful transcription of their comments to serve 
as data for analysis in the research. I reiterated to each participant that they would not 
be identified by name in the published research, and rather, that pseudonyms would be 
used in place of their name as well as obfuscation of their institutional affiliation so that 
their identities would not be disclosed. Lastly, I assured them that they would have 
access to copies of the eventual transcripts, so that they would be able to look them 
over if they wished, and of course suggest clarification, if and when necessary.  
 
Following this, all 12 participants agreed to participate in the interviews. They were 
given the choice to decide on both the time and place where the interview would occur, 
in an effort to put them at ease. Eight of twelve participants asked to be interviewed at 
their university whereas four wished it to take place at a neutral location. A copy of the 
consent and information sheet, interview protocol and the contact detail of the 
researcher were provided to each interviewee for possible future enquiries at this stage. 
During my meetings with the participants, and prior to the interviews, I again clarified the 





information form for signing (see appendix 4). Each participant was allowed to keep one 
copy for themselves, and another copy remained with me.  
 
 
4.5.3 Transcription of interviews 
 
In the literature, there exists some debate as to whether there is a need for a word for 
word transcription of the entire interview, or rather, as echoed by Hewitt (2007), that 
such a thing may not even be possible. However, as a researcher I feel it is important to 
work closely with the data, keeping as faithful as possible to the original interview, and it 
gives me a chance to reflect on the interpersonal exchange, as well as delve into the 
themes as they emerge on the transcript (see appendix 5).  
 
The 12 interviews were transcribed by myself even though transcription, here deemed a 
necessary undertaking, despite being what Bevis (1949, p.631) refers to as 
“troublesome” and “time-consuming”. In a sense, I do feel proud to join the long line of 
researchers having engaged in this “exacting and tiresome task”, as described by 
Butcher, Fritz, and Quarantelli (1956, p. 436). Further, after having done so, I most 
definitely concur with Dickson-Swift et al. (2007, p. 337), who expressed that 
transcribing is “an important first step in the data analysis”. 
 
The process of transcription is an important research method and should not be 
considered mundane or a simple technical procedure, but instead an integral aspect of 
what Lapadat and Lindsay (1999) refer to as the “tape-transcribe-code-interpret chain”, 
and forms, in the words of Bird (2005, p. 227), “a key phase of data analysis within the 
interpretive qualitative methodology.” It should therefore be recognised as an 
interpretative act, in which the participants' experiences and understandings are co-
constructed with the researcher, beyond merely being an objective process of 
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4.6 Data analysis – interpretive study 
 
The data collected from the two-phases were inductively analysed, as opposed to 
following a deductive approach entailing the need for emergent constructs, during the 
process of research from the data themselves (Cohen, et al., 2000) in accordance with 
the interpretive paradigm. As opposed to a focus on pure numbers, seeking to show a 
relationship of statistical significance, the qualitative data, which are usually words 
(Carter & Little, 2007; Hadjistavropoulos & Smythe, 2001), were primary for this study. 
The full exploration of the details and specifics within the data identified helped to 
explore important categories, themes and inter-relationship.  
 
As qualitative data is rich in terms of narration and description, I as a researcher tried to 
capture the experiences, perspectives, voices and meanings of the participants while 
seeking an understanding without judgment. This type of research has been called 
investigation utilising language instead of math (Willis, 2008). As such, a study based 
on qualitative data analysis concerns itself with methods that are not necessarily 
statistical and sample sizes which may be smaller than those in other research 
traditions, though these are intentionally selected to be as such (De Vos et al., 2011). 
 
4.6.1 Questionnaire data 
 
For this study, quantitative data consisting primarily of numbers were analysed using 
descriptive, quasi-statistics (Becker, 1970) through the use of the Statistical Package for 
the Social Sciences (SPSS). The survey was carried out online using SurveyMonkey 
(an online survey mechanism) and the results migrated to SPSS where they were 










4.6.2 Statistical Analysis methods  
 
To provide a bit of context on my decision to employ Likert-type scales for the analysis 
of the data from RQ1, RQ2, RQ3 and RQ4, it was primarily motivated by the work of 
such scholars as Westerman (2006), who showed that these scales can be used as an 
interpretive instrument when paired with qualitative data. Previous studies have found 
that if there exists a sufficiently large sample size (5-10 observations per group) and if 
the data is distributed in a normal (or nearly normal) fashion, parametric tests are 
appropriate for analysis of Likert scale ordinal data, and they provide robust tests 
(Jamieson, 2004; Norman, 2010). 
 
Thus, parametric tests have been shown to yield robust unbiased answers that are 
acceptably close to “the truth” when analyzing Likert scale responses (Sullivan & Artino, 
2013). It should also be noted that non-parametric methods are frequently used to 
analyse data unsuited to parametric methods, provided the distributional requirements 
of parametric methods are not met. 
 
Moreover, skewed data are frequently analysed by non-parametric methods, although 
data transformation has the potential to make the data suitable for parametric analysis 
(Bland & Altman, 1996; Woodrow, 2014). In the present study, parametric methods 
such as t-tests and analysis of variance (ANOVA) were chosen as they are generally 
preferable given their ability to provide estimates and confidence intervals as well as 
generalise to more complex analysis (Altman & Bland, 2009) over non-parametric 
methods. With this background on the particular analysis choices vis-a-vis Likert scales, 
the chapter now turns to describing the reason and usage of statistical analysis 
methods pertaining to the quantitative data collected.  
 
Data were imported into SPSS version 23 for analysis of all four research questions.  
To answer RQ1, frequency tables were used to present the survey responses of the five 






To answer RQ2-RQ4, frequency tables were used to present the survey responses of 
the sub-questions of Q8, Q9, and Q10. Descriptive statistics such as mean, standard 
deviation, skewness, and kurtosis were used to summarise the response scores of the 
sub-questions for 1) usefulness of PD activities for enhancing teaching (Q8), 2) attitudes 
regarding integrating ICT in teaching (Q9), and 3) usefulness of PD activities in the use 
of ICT (Q10). Normality of the data was determined using the z-scores of skewness and 
kurtosis. A value of the score greater than 3.29 or less than -3.29 (two-tailed alpha 
levels of 0.001) indicated the data were not normally distributed (Fidell & Tabachnick, 
2003). 
 
Furthermore, to determine if there was a difference in 1) usefulness of professional 
development activities for enhancing teaching (RQ2, Q8), 2) attitudes regarding 
integrating ICT in teaching (RQ3, Q9), and 3) usefulness of professional development 
activities in the use of ICT (RQ4, Q10), between males and females, among subjects in 
different age groups, and among subjects with different teaching experiences, 2-sample 
t-tests (for gender) and one-way analysis of variances (ANOVA) (for age group and 
teaching experiences) were performed. Two-sample t-tests were used, as the purpose 
was to compare two independent groups (males vs. females) to see if their mean 
response scores for the sub-questions were different. The one-way ANOVAs were used 
to determine whether there were any significant differences between the means of two 
or more independent groups (age groups and teaching experiences, each three levels). 
If the results of the ANOVA were significant, a single-step multiple comparison 
procedure, Tukey's HSD (honest significant difference) test (Field, 2013), was 
performed to compare more than one pair of means simultaneously in order to see at 
which two levels the significance occurred. For all analyses, a p-value less than 0.05 
was considered significant. 
 
Both t-test and ANOVA required the data to be normally distributed (examined via z-
scores of skewness and kurtosis). Additionally, for ANOVA, homogeneity of variances 
(examined via Levene’s test) was required. An outcome of violated assumptions leads 





SPSS version 23. As noted in the work of Field (2013), this approach utilises a repeated 
resampling of the original sample as opposed to the population itself. This allows for a 
statistical inference devoid of assumptions of the particular distributions (e.g., 
homoscedasticity and normality). Further, this resampling technique has support for 
testing results of the outcome of parametric statistical tests in cases of violated 
assumptions of the parametric tests (Field, 2013). Such an analysis using 1,000 
resamplings implemented in SPSS version 23 provided evidence for the robustness of 
the parametric approaches (t-test and ANOVA). 
 
4.6.3 Interview data 
 
As opposed to the quantitative data collected, the qualitative data for this study 
consisted of “rich” data in terms of words from the interviews which were transcribed, 
coded, and categorised. This data gathered was used to support and shed light on the 
quantitative data and was analysed by hand, as I felt this would allow me to maintain 
“closeness” to the data, as espoused in the work of Halcomb and Davidson (2006). 
There are several qualitative data management software packages, for example Nvivo, 
which can “be a tremendous aid in data management and the analysis process” 
(DiCicco-Bloom & Crabtree, 2006, p.319), however, as my sample size was relatively 
small, manual coding and interpretation were suitable given my desire to work closely 
with the data.  
 
4.6.4 Thematic analysis  
 
As I am fairly new to qualitative research, I opted to use thematic analysis as the 
method of identifying, analysing and reporting patterns in the data. According to 
Boyatzis (1998), this type of analysis proceeds in three consecutive phases: 1) seeing 
(i.e. picking up themes in the original data); 2) encoding or “seeing as” (i.e. getting a 
sense of the patterns and groupings); and 3) interpreting the themes with respect to a 





theoretical frameworks and yields a general overview of this information through 
repeated handling of the data (Braun & Clarke, 2006). 
 
This decision was made with consideration for the other competing approaches to this 
type of analysis, and after careful consideration, I determined that they were necessarily 
insufficient to fulfill the particular requirements given my intended type of data, and my 
rationales are detailed below. There is also a more elaborated section (section 4.6.8) 
below expanding on the particular stance of reflexivity that I am taking with respect to 
the collection and interpretation of the data. 
 
Whereas interpretive phenomenological analysis (IPA) is better thought of as a 
methodology (Larkin, Watts, & Clifton, 2006) and gives us a complete framework to 
follow while undertaking research, it was initially high on the list as possibly productive, 
though after further consideration, it proved too distant from the actual interaction of the 
interview. I needed something more concrete and present. 
 
Grounded theory is also considered a methodology with an inbuilt theoretical framework 
and espouses the use of a particular type of research question, method and analytical 
procedure (Birks & Mills, 2001). Thus, the grounded method also seemed a bit too a-
priori, in that I would need to ascertain the type of analysis before actually collecting the 
data, and this struck me as putting too many constraints on the types of expression 
possible to arise in the course of the interviews. 
 
Thus, I decided to use thematic analysis to help identify and analyse patterns in the 
data I collected, in a flexible manner without being boxed in to a specific methodology. 
As mentioned, thematic analysis is an inductive technique, and it should be noted that it 
does not start from “zero”, but is instead guided by previous ideas and perspectives 
(Gibbs, 2007). In the case of my own particular approach to the analysis, it is 
unavoidable that my personal and professional experiences in Hong Kong, not to 





every effort to approach it from the perspective of a dispassionate observer, though 
achieving full objectivity is a bit difficult. 
 
In my thematic analysis process, I followed Braun and Clark's (2006) checklist as 
illustrated in table 4.4 below: 
 
Table 4.4 
Thematic Analysis Checklist 
Transcription  1 The data have been transcribed to an appropriate level of 
detail, and the transcripts have been checked against the 
recording for “accuracy” (member-checking). 
Coding 2 Each data item has been given equal attention in the coding 
process. 
 3 Themes have not been generated from a few vivid examples, 
but, instead, the coding process has been thorough, inclusive 
and comprehensive. 
 4 All relevant extracts for each theme have been collated. 
 5 Themes have been checked against each other and back to 
the original data set. 
 6 Themes are internally coherent, consistent, and distinctive.  
Analysis 7 Data have been analysed rather than just paraphrased or 
described. 
 
 8 Analysis and data match each other – the extracts illustrate 
the analytic claims. 
 
 9 Analysis tells a convincing and well-organised story about the 
data and topic. 
 
 10 A good balance between analytic narrative and illustrative 
extracts is provided. 
 
Overall 11 Enough time has been allocated to complete all phases of 
the analysis adequately, without rushing a phase or giving it 
a once-over-lightly. 
 
Thematic analysis is a flexible method (Reicher & Taylor, 2005), and this is one of the 
primary motivators for choosing it in the present study. During my application of this 
analysis, I chose to focus on the emergent similarities between the themes, as well as 





an effort to be clear and transparent in conveying the specific steps of my data analysis, 
I present the details below.  
 
4.6.5 Coding the data 
 
I first read the transcription of the semi-structured interviews to familiarise myself with 
each individual respondent's answers as well as gain a higher-level understanding of all 
the responses as a whole. I carefully read over the dataset as a whole, once through, 
prior to any coding, and this was primarily as a means of shaping the higher-level 
identification of possible patterns. While undertaking this initial reading, I read the 
transcripts in an active way, taking initial notes in the margin and marking down ideas 
for coding following Braun and Clark’s (2009) notion of a theme which “captures 
something important about the data in relation to a research question” (p.82). This 
depends on the “number of instances of what proportion of your data set needs to 
display evidence of the theme for it to be considered a theme” (Braun & Clarke, 2009, 
p.82). To clarify, a researcher’s discretion should be applied in deciding what themes 
relate to the study question, and I manually annotated the transcripts throughout to 
generate codes (see appendix 6). 
 
The following mind maps are meant as representative samples of the types of quotes 
present in the transcripts, and are not intended as an exhaustive list of the same. One 
transcript is reproduced in full in the appendix. 
 
This initial reading was very helpful to begin to form preliminary ideas about the different 
themes that were emerging in the transcripts. There was a clear trend of discussing the 
different modes of PD, with a further delineation between the formal and informal modes 
of PD. There seemed to be general agreement and consensus amongst the teachers 
who participated in the study that formal forms of PD were an ever present reality of 
their professional lives. Many of them mentioned encountering these forms of PD at the 
various posts and institutions they had occupied over their careers, and it was one of 





of these formal activities, multiple interviewees spoke about conferences, workshops, 
seminars, sharing sessions, and academic journals: 
 
Figure 4.1 Mind map – Different modes of PD 
 
 
Similarly, interviewees mentioned more informal types of PD in almost equal measure. 
This was a feature of every single interview, and taken together with formal PD, it forms 
the central thrust of the thematic clustering. Interviewees seemed to very much enjoy 
their time spent informally working on their development with colleagues, and, as 
opposed to the more formal forms of PD, this more informal variant received near 
universal praise. There were no examples of negative experiences that arose during the 
course of the interviews. In terms of the particular activities mentioned, the teachers 
discussed reading on their own, as well as informal chats in the hallways and informally 
engaging in mentor relationships: 
 
Figure 4.2 Informal types of PD 
 
 
In addition, there was a clear theme that emerged centering around the more subjective 
categorisations of the PD experiences that the interviewees had undergone, mostly in 
terms of whether they were positive or negative. These experiences were not at all 
neutral, and even in cases where no overt emotional response was highlighted, it was 
clear from the language that the interviewees had firm evaluative judgments regarding 





intersection of positive experiences with the informal PD as well as the negative 
experiences clustering around the formal types of PD. Topics contributing to this 
thematic grouping included conference presentations, cultural approaches to PD, 
hands-on activities and interactions with colleagues:  
 
Figure 4.3 Mind map – Subjective experiences of PD 
 
Many of the interviewees also discussed the pressures they were facing, and this 
emerged as a specific sub-theme cluster. Though some of the teachers seemed a bit 
reluctant to discuss this issue in particular, as we might expect given the cultural 
imperative to avoid imperiling face needs of either institutions or superiors, it was very 
clear from a review of the transcripts that this pressure was not experienced as a 
positive motivating factor, but moreso as a force to be accommodated. Topics 





promotion and advancement, and general expectations for increased integration of ICT 
in the classroom: 
 
Figure 4.4 Mind map - Pressure 
 
 
Motivations to attend different PD activities also seemed to represent a distinct 
grouping, and so formed an additional thematic category. Paralleling the discussion of 
the benefits and perceived usefulness of the formal/informal modes of PD, this theme 
primarily raised issues of no intrinsic motivation to attend formal PD activities, whereas 
there was a clear trend toward both intrinsic and extrinsic motivation to engage in the 
informal PD activities: 
 
Figure 4.5 Mind map – Motivations to attend PD 
 
 
One of the clearest themes that came out of the initial readings was centered on the 
experienced outcomes, both positive and negative, of teachers’ attempts to integrate 
ICT into the classrooms, and featured prominently in the transcripts. As might be 
expected, the teachers were very clearly focused on their students’ ability to learn and 
engage with the material afforded by ICT. Interviewees also highlighted benefits for 





benefit, but impactful, nonetheless. In terms of the challenges, responses tended to 
cluster around difficulties of working within time constraints, difficulties of managing the 
technology in the classroom and loss of control over student activity: 
 
Figure 4.6 Mind map – Experienced outcomes 
 
 
Also not surprisingly, teachers' suggestions for ways that the existing PD could be 
improved was a common theme among respondents. These tended to centre around 
ways in which conferences, and particularly workshops, could be made much more 
interactive and hands-on. Teachers clearly expressed a preference for PD activities in 
which they were able to actually try out the different ICT tools, particularly when this was 
accompanied by the in-person guidance of an experienced mentor. As a secondary 





teachers seeking more ability to direct their own PD. Lastly, it seemed that the quality of 
the PD was much more important to the interviewees as not a single one mentioned 
increasing the number of sessions, or otherwise recommended increasing quantity of 
PD: 
 




In the second phase, I read the transcripts a second time and started to code and 
highlight particular features (e.g., the semantic content) that appeared pertinent and 
assigned the topic an identifiable code (see appendix 6). It should be noted at this 
stage, the act of coding can be considered an intrinsic aspect of the data analysis (Miles 
& Huberman, 1994), given that it relates to the organisation of the collected data in 
groups that are structured around meaningful distinctions (Tuckett, 2005). 
 
Again, as I read through them, I was careful to record my notes on the transcripts to 
indicate potential patterns. After I had decided on the specific codes to use, I matched 
them with the corresponding data extracts which I felt best exemplified the core themes 
(data related to in-house professional development was categorised as in-house PD 
modes). It should be noted that at this stage all that text data had been fully annotated 
with codes, and these were collated by similar code. This process involved taking the 
data extracts from the individual transcripts and copying and collating them into a word 
file divided into topic, themes and categories (see appendix 7). At this stage, I intended 
to cast a wide net, coding for a multitude of possible patterns, expecting to narrow them 






Once this was completed and an extensive list of codes emerging from my analysis of 
the data set had been established, I started to re-focus my analysis at a higher level, 
identifying the more broadly overarching themes present, rather than remain too 
focused on the individual codes themselves. This meant that I explicitly enumerated all 
potential themes, and organised the codes along those lines, considering the various 
ways that the codes could potentially be combined and shuffled to compose cohesive 
themes.  
 
Finally, as I had iterated through my analysis as far as possible, and my refinements 
were not adding anything substantial, given that the process at this stage was only fine-
tuning, I decided to stop coding. This step culminated in finalising the themes and 
categories where I wrote statements that described my personal interpretation and 






























Below I have included two examples of my qualitative interview manual coding. Three 
short excerpts are included in Table 4.5 below: 
 
Table 4.5 
Example of qualitative interview manual coding 1 
Interview Coding 
Jennifer: …um, because people are so busy these days. Time  
Ted: …Uh, I think time is tight this year ‘cause I’m the un, new 
staff. 
Time  
Frank: …I just don’t have time Time 
 
The three above extracts were taken from three interviews, and illustrate the coding 
done. All three extracts highlight that each interviewee stresses the lack of time to 
participate in PD activities and to integrate ICT in their teaching. 
 
Another example of manual coding has been illustrated in Table 4.6 (p. 96). These are 
slightly longer extracts, but still clearly show how common themes emerged and 


















Example of qualitative interview manual coding 2 
Interview                           Coding 
Jason: Um, it’s just the course content, I 
guess is the main problem because we got 
too much to cover and, well I mean, by using 
ICT, I don’t know whether you mean, you 
know, using it meaningfully or using it as a 
storage system. You know, I would upload 
PowerPoint slides, words files on Blackboard. 
But it is not really using ICT in my view. 
 
                           
                          Curriculum 
                          Control  
Monica: Of course, sometimes I used the 
OneDrive to ask questions, students send me 
homework to my OneDrive and they may 
sometimes type on the document I have for 
OneDrive. So those are the ICT things I use.  
                          Integration &       
                         Communication 
 
Jonathan: With our teaching, in terms of 
English language it is not as we’re looking for 
something very complex. We’re looking at 
something very simple and there isn’t a lot 
of … the only part ICT is I could ask them to 
type their written work on the computer and 
show it through the computer, that’s it. 
 
                         Instructor Agency 
                         Explanation  
 
In the above three examples, interviewees talk about their use of ICT in their teaching. 
As can be understood from the excerpts, each of the interviewees are engaged 







4.6.6 Validity and reliability  
 
The conventional basis for the assessment of rigorousness or quality of scholarly work 
has been by using the following criteria: internal validity, external validity, reliability, and 
objectivity (Guba & Lincoln, 1989). However, there was a danger that these criteria fell 
too closely along the lines of the positivist paradigm as expressed by Altheide and 
Johnson (1994) and Janesick (1994), and consequently not suited to judge the quality 
of this qualitative/interpretive study. In addition, Ely et al. (1991, p. 95) suggest that “the 
language of positivist research is not congruent with or adequate to qualitative work.”  
 
Accordingly, Guba & Lincoln (1989) proposed new criteria which emphasise the 
importance of trustworthiness, as well as suggested that “Credibility replaces internal 
validity, dependability replaces reliability, confirmability replaces objectivity, and 
transferability replaces external validity (ibid)”. This resonates with me as a researcher 
and is relevant to the fundamentally interpretivist approach of the present study, as 
detailed above. 
 
Credibility was adhered to by incorporating member checks where participants were 
provided with the opportunity to confirm individual data (given a copy of the interview 
transcripts to be checked for accuracy). Also, progressive subjectivity served to remind 
me that what emerged in the data was a joint view, and necessarily co-constructed by 
myself in concert with the participants of the study.  
 
Dependability deals primarily with the stability, over time, of the data. In interpretive 
studies, alterations in research design are seen as a strength, and integral to the very 
process of research, rather than indicative of a flaw or deficiency in the methodology. 
Granted, any such changes must be identified beforehand, and clearly described and 
explained to maintain intellectual honesty, they must remain “tracked and trackable” 






Confirmability was adhered to by making the raw data and coding available to the 
reader in the appendix (Cronbach & Suppes, 1969), and consequently the confirmability 
can be assured. However, it should be pointed out that I, as the researcher, am also the 
interpreter, and such a need for researcher interpretation remains inevitably coloured 
with the individual researcher's prejudices, experiences and preconceived ideas about 
the nature of the phenomena being observed.  
 
Transferability in the course of interpretive research necessitates sampling which is 
purposely chosen or convenient in nature (Patton, 1990) as utilised in this study. Guba 
and Lincoln (1989) and Geertz (1973) argue that the task of the interpretivist researcher 
is to outline the context as well as set up fleshed out descriptions of both the methods 
undertaken and the interpretation of the outcomes. It is then left to the reader to position 
themselves vis-a-vis the research, deciding the relevance and value to their own 
personal context (Merriam & Grenier, 2019). 
  
Thus, qualitative/interpretivist research and more importantly interpretive validity of this 
study’s finding, mainly qualitative data which is subjective in nature, and authenticity 
and trustworthiness, can be evaluated for accuracy and quality through the basis of the 
above criteria. Given the highly contextualised and field-dependent nature in which the 
study was undertaken, and with respect to the intent to leverage the results to effect 
positive institutional change, all the aforementioned facets of the interpretivist nature of 
the methodology are a strength, rather than a weakness. 
 
4.6.7 Integration  
 
In this mixed-method design, the process by which the two types of data, quantitative 
and qualitative, are mixed is referred to as integration (Tashakkori &Teddlie 1998; 
Creswell et al., 2009). In the present research study, these phases were connected 
(Hanson et al., 2005) where the results from the data analysis in the preliminary phase 
informed the data collection in the second phase. As employed by previous authors 





connect these two phases of the research and inform the focus of the questions 
collecting qualitative data as resulting from the previous steps involving quantitative 
data collection. 
 
In this research study, the integration of the results was achieved primarily through 
discussing the results at the conclusion of the study. Given that both sets of questions 
have provided the data for the study, even though the qualitative is primary, the 
discussion section combined both phases of the study in addressing the research 
questions in a more robust and meaningful way, with hopes to construct a more 
complete picture, holistic view, regarding the problems researched.  
 
4.6.8 Reflexivity and neutrality  
 
Efforts have been made in this study to remain at once flexible in interpretation and 
rigorous in analysis, while keeping issues of reflexivity and neutrality, as well as ethics 
and trustworthiness, at the forefront. An emphasis on reflexivity means being aware that 
we as researchers are an inescapable part of the world that they are researching 
(Bishop & Shepherd, 2011). Taking into consideration the experience and background 
that I myself bring as a teacher and teacher educator, this will without doubt influence 
my views regarding the professional development process at tertiary institutions in Hong 
Kong. 
 
Throughout this study, I have attempted to be mindful of vigilance and reflexivity as 
guards against diminishing the agency of the participants. As my relationship has been 
as a colleague, supervisor and teacher-educator to some of the research participants, I 
am mindful of the danger of unconsciously drifting into “the plotline of meaning-making” 
(Hamilton, 2012, xiii) as could potentially occur. The risk is that the study could begin 
with answers well defined, even subconsciously, and simply selectively read through 






On the other hand, the interpretive nature of the research positively impacted the 
likelihood the the data would contain instances of co-constructed context and discourse, 
as I am familiar with the participants and the professional development modes they 
engage in. I would also like to mention that during the time of the data collection, I was 
not involved in any professional development activities, so hopefully this allowed for 
some distance during the process of both data collection and data analysis. 
 
To keep an open-mindedness and allow my research participants' voices to emerge, 
each participant received a copy of their transcripts and were invited to further comment 
and discuss. Furthermore, I was mindful throughout the interviews of the need to allow 
the interviewees to drive the conversation, and the process of co-construction that these 
open-ended interviews engendered made the overall results stronger and more 
multifaceted than if I had merely come to the interviews with pre-planned questions. 
 
Lastly, it is unfortunate that this study was unable to involve multiple investigators, 
which would also lend a more reflexive approach to the data and its interpretation. 
Hopefully this study will result in future research, which is more suited, and indeed 
funded, to incorporating multiple researchers such that we might be able to further 
strengthen the ability to gather and analyse the data in a reflexive and co-constructed 
manner. 
 
4.7 Ethical considerations 
 
Throughout the research process ethical issues may arise and these need to be taken 
into consideration and evaluated seriously. Especially the costs/benefit ratio which was 
outlined by Frankfort-Nachmias and Nachmias (1992) where researchers need to 
evaluate the potential for benefits from their study to accrue to the individual involved in 
the inquiry, and weigh these against concurrent costs which may also obtain. 
Accordingly, there exist guidelines to help the researcher navigate the potential “ethical 






In this research project, I adhered to all the applicable procedures prior to approaching 
the participants (teachers) themselves. I first contacted heads of departments/centres 
and received informal consent to contact their teachers, as these department heads act 
as institutionally and culturally sanctioned gatekeepers. Given that I have been involved 
in various committees and organisations in Hong Kong, I knew many of them first-hand 
which proved to be helpful to “open the door.” The cultural context in which the study 
was carried out values relationships as paramount in any social interaction, and these 
prior connections helped to enhance the rapport of my interactions. Before collecting 
any data, I completed the requisite ethical form and submitted it for University approval 
(see Appendix 8) and ethical outlines were followed in adherence to the British 
Educational Research Association’s (BERA) recommendations (2014). 
 
4.8 Informed consent 
 
In the present study, no minors were involved in this research; participants were adult 
teachers at Hong Kong universities, and the programme of the research was structured 
such that it did not pose any major ethical problems. Even though the research in 
question did not pose any major ethical problems and no participants were potentially 
vulnerable, several steps were still taken to inform the participants about the research 
and to obtain informed consent. Informed consent is an imperative aspect of ethical 
behaviour, given the clear ethical imperative to respect the individual right to self-
determination and decision-making capability (Howe & Moses, 1999; Cohen, Manion, & 
Morrison, 2011). Informed consent has been defined by Diener and Crandall as “the 
procedure in which individuals choose whether to participate in an investigation after 
being informed of facts that would be likely to influence their decisions” (1978, p. 57). 
 
With an eye towards ensuring an informed decision by all participants to take part, an 
invitation letter/email was sent, and written consent was confirmed from all voluntary 
participants in line with BERA (2011) guidelines and University of Exeter ethical 
guidelines procedures. In addition, all participants were once more informed by the first 





project, their anonymity, confidentiality and opportunity to cease participation at their 
discretion (see Appendix 9). Specifically, the invitation letter included (i) a 
comprehensive outline of the procedures to be followed (ii) a description of the risks and 
discomforts (iii) description of benefits (iv) offer to answer any enquiries concerning the 
procedure and (v) clear notice that withdrawing consent is absolutely acceptable at any 
time, and participation may be ended without any negative impact to the participants 
(Cohen et al., 2011). 
 
Following the questionnaire, I asked participants if they would be willing to take part in a 
second supplementary interview at a later date. Those who indicated a willingness to 
take part were asked to supply contact details in the form of email and mobile numbers, 
and these were subsequently utilised in organising these follow-up interviews. In terms 
of the semi-structured interview, an invitation letter and consent form were provided to 
the participants prior to the interview (Cohen et al., 2011).  
 
In both the quantitative and qualitative phases of the data collection, participants had 
the right to chose to withdraw, at any time, from any part of the study, submission of 
consent form notwithstanding. Further, no reason for this decision was required to be 
provided or was even requested, and the participants wishing to withdraw reserved the 
right to request that all data submitted by them be removed from the entirety of the 
study (Cohen et al., 2011).  
 
4.8.1 Anonymity and confidentiality 
  
As names, institutions, gender, age and strong opinions were collected, the participants’ 
privacy was promised (Cohen et al., 2011) by the researcher insofar as possible. 
Confidentiality was promised to subjects participating in the semi-structured interviews 
and the researcher further guaranteed to the extent possible that interview data was not 
traceable. Participants' names were substituted with pseudonyms at the stage of 
transcribing and analysing interview data. The ultimate ability to link an identifying code 






Participants were also informed that all data collected will be destroyed twelve months 
after analysis, and that all data was safely stored on a secure university VLE system 
server, where it was only accessible to the researcher through multiple password 




In the preceding chapter, the rationale for selecting an interpretivist paradigm was 
presented and defended. The principled basis for selection of a mixed-method research 
design was also outlined for this particular study involving qualitative data collection. 
Further, the participants were described, together with the procedures for selection and 
the manner in which the data were collected. Finally, the methods of data analysis were 
presented, and the interpretation and limitations were discussed in turn. The self-
selected nature of the participants, along with the method of convenience sampling, was 
presented and defended as a conscious choice by the researcher. The chapter 
concluded with a brief examination of ethical concerns, particularly how they affected 


















CHAPTER 5: QUANTITATIVE FINDINGS 
 
 
5.1 Introduction  
 
This section presents results and findings from the questionnaire conducted in phase 1 
of the study. The findings of the descriptive and analytical statistical analysis are 
explained with the aim of generating a clearer picture of the findings and how they are 
related to the follow-up semi-structured interviews. The section is structured around the 
four main research questions (each research question is correlated to a specific 
question on the questionnaire). The data within each question will be discussed based 
on the original research question. 
 
 
5.2  Analysis results for RQ1: What professional development activities have  
           the Hong Kong tertiary English teachers studied in this research engaged  
           in to develop their ICT skills?  
 
As my first research question, I decided to aim for a baseline general measurement. I 
intended it to be both general, as well as something that would hopefully furnish 
interesting items for further exploration in the interview segment. Therefore, the first 
research question established the frequency of engagement in professional 
development in ICT skills for teachers during their professional careers. There were five 
sub-questions (Q7_1 to Q7_5) for Q7 regarding five professional development activities. 
 
• Q7_1: Conducting action research into ICT skills. 
• Q7_2: Attending conferences, workshops, seminars or courses in ICT skills. 
• Q7_3: Reading professional literature involving ICT (e.g. journals, evidence-
based papers, thesis papers). 
• Q7_4: Sharing good teaching practice (e.g. mentoring, informal dialogues, lesson 





• Q7_5: Participating in a network of teachers formed specifically for the 
professional development of teachers in ICT skills (Community of Practice). 
 
The five sub-questions were used to explore research question 1. 
 
The responses of the five items were on a 5-point Likert scale, with 0 = never, 1 = once 
every 2-3 years, 2 = once every year, 3 = 2-3 times a year, and 4 = more than three 
times a year. Higher scores indicated more engagement in the professional 
development activities. 
 
Table 5.1 (p.106) summarises the survey responses of the five sub-questions of Q7 
regarding engagement of professional development activities. The mean scores for 
Q7_1 (Conducting action research into ICT skills) and Q7_5 (Participating in a 
Community of Practice) were less than 2, indicating participants engaged in these two 
professional development activities less often. The mean scores for Q7_2 (Attending 
conferences, workshops, seminars or courses in ICT skills), Q7_3 (Reading 
professional literature involving ICT, for example, journals, evidence-based papers, 
thesis papers), and Q7_4 (Sharing good teaching practice, for example, mentoring, 
informal dialogues, lesson planning and peer observation, in use/adoption of ICT with 
colleagues) were greater than 2, indicating participants engaged in these three 
professional development activities moderately often. Conducting action research into 
ICT skills (Q7_1, M = 1.26) was the least engaged-in professional development activity 
and sharing good teaching practice in use/adoption of ICT with colleagues was the most 













Engagement of Professional Development Activities (Q7) 
 Frequency counts (%) of survey responses  
Item  0 1 2 3 4 M (SD) 
Q7_1 22 (37.9) 13 (22.4) 11 (19.0) 10 (17.2) 2 (3.4) 1.26 (1.24) 
Q7_2 5 (8.6) 15 (25.9) 16 (27.6) 13 (22.4) 9 (15.5) 2.10 (1.21) 
Q7_3 10 (17.2) 9 (15.5) 12 (20.7) 17 (29.3) 10 (17.2) 2.14 (1.36) 
Q7_4 4 (6.9) 6 (10.3) 14 (24.1) 17 (29.3) 17 (29.3) 2.64 (1.21) 
Q7_5 16 (27.6) 9 (15.5) 14 (24.1) 8 (13.8) 11 (19.0) 1.81 (1.47) 
Note: 0 = never, 1 = once every 2-3 years, 2 = once every year, 3 = 2-3 times a year, 
and 4 = more than three times a year. 
 
5.3 Analysis Results for RQ2: What attitudes towards the different forms of  
           professional development for ICT skills do these tertiary English teachers  
           hold regarding their potential to enhance teaching? 
 
For the second research question, my focus was on shifting from measuring objective 
frequencies to subjective judgments by the participants. Similarly to the first question, it 
was hoped that beyond merely furnishing relevant data for tabulation, this question 
would also serve as an excellent means to direct the further inquiry in the interview 
portion. Given a measurement of which PD activities teachers engaged in, cross-
referenced with their feelings towards these, it would be possible to engage in a richer, 
more contextualised discussion of the underlying motivations for both of these. 
 
There were five sub-questions (Q8_1 to Q8_5) for Q8 regarding five professional 
development activities.  
• Q8_1: Conducting action research into ICT skills. 
• Q8_2: Attending conferences, workshops, seminars or courses in ICT skills. 
• Q8_3: Reading professional literature involving ICT (e.g. journals, evidence-





• Q8_4: Sharing good teaching practice (e.g. mentoring, informal dialogues, lesson 
planning, peer observation) in use/adoption of ICT with colleagues. 
• Q8_5: Participating in a network of teachers formed specifically for the 
professional development of teachers in ICT skills (Community of Practice). 
 
The five sub-questions were used to explore research question 2. 
 
The responses of the five items were on a 5-point Likert scale, with 1 = not very useful, 
2 = limited usefulness, 3 = neutral, 4 = useful, and 5 = very useful. Higher scores 
indicated more usefulness of the professional development activities for enhancing 
teaching. 
 
Table 5.2 (p. 108) summarises the survey responses of the five items of Q8 regarding 
the different forms of professional development for ICT skills and their potential to 
enhance teaching. The mean scores ranged from 3.59 (Q8_3: Reading professional 
literature involving ICT) to 4.29 (Q8_4: Sharing good teaching practice in use/adoption 
of ICT with colleagues), indicating participants had moderately positive attitudes 
towards these different modes of professional development activities. The z-scores of 
skewness and kurtosis indicated that the data for Q8_2, Q8_4, and Q8_5 may not be 

















Perceptions of Professional Development Activities' Perceived Impact on Teaching (Q8) 
 Frequency counts (%) of survey responses 
Item  1 2 3 4 5 
Q8_1 4 (6.9) 9 (15.5) 8 (13.8) 22 (37.9) 15 (25.9) 
Q8_2 2 (3.4) 5 (8.6) 6 (10.3) 27 (46.6) 18 (31.0) 
Q8_3 2 (3.4) 12 (20.7) 8 (13.8) 22 (37.9) 14 (24.1) 
Q8_4 1 (1.7) 3 (5.2) 1 (1.7) 26 (44.8) 27 (46.6) 
Q8_5 2 (3.4) 3 (5.2) 6 (10.3) 32 (55.2) 15 (25.9) 




Descriptive Statistics of Professional Development Activities' Perceived Impact on 
Teaching 
Item M SD Skewness (SE) Kurtosis (SE) Z-skewness Z-kurtosis 
Q8_1 3.60 1.23 -0.66 (0.31) -0.57 (0.62) -2.11 -0.93 
Q8_2 3.93 1.04 -1.12 (0.31) 0.91 (0.62) -3.56* 1.47 
Q8_3 3.59 1.17 -0.49 (0.31) -0.85 (0.62) -1.55 -1.37 
Q8_4 4.29 0.88 -1.74 (0.31) 3.71 (0.62) -5.56* 6.00* 
Q8_5 3.95 0.94 -1.32 (0.31) 2.16 (0.62) -4.20* 3.50* 
Note: * indication of non-normality. 
 
Table 5.4 (p. 109) shows the mean and standard deviation of the response scores of 
the five items regarding the various professional development activities impact on 
teaching, grouped by gender. The results of the 2-sample t-tests indicated that there 
were no significant differences in the mean response scores of the five items regarding 









M (SD) of Perceptions of Professional Development Activities' Impact on Teaching by 
Respondent Gender 
Item Male (N = 32) Female (N = 26) t p 
Q8_1 3.47 (1.30) 3.77 (1.14) -0.926 0.358 
Q8_2 3.84 (1.05) 4.04 (1.04) -0.706 0.483 
Q8_3 3.34 (1.21) 3.88 (1.07) -1.784 0.080 
Q8_4 4.25 (0.80) 4.35 (0.98) -0.411 0.682 
Q8_5 4.00 (0.80) 3.88 (1.11) 0.459 0.648 
Note: DF = 56. 
 
Table 5.5 (p. 110) shows the mean and standard deviation of the response scores of 
the five items regarding the various professional development activities’ impact on 
teaching, grouped by age. Results for Levene’s test for the test of homogeneity of 
variances indicated that the assumption of homogeneity of variances were satisfied for 
all models (p > 0.05). The results of the ANOVAs indicated that there were no significant 
differences in the mean response scores of the five items regarding the perceived 
impact of these professional development activities among participants in different age 


















M (SD) of Perceptions of Professional Development Activities' Impact on Teaching by 
Respondent Age 
Item 21-35 (N = 
10) 
36-50 (N = 28)  51+ (N = 20) Levene F p 
Q8_1 3.80 (1.03) 3.36 (1.31) 3.85 (1.18) 0.326 1.099 0.340 
Q8_2 3.80 (1.03) 3.93 (1.09) 4.00 (1.03) 0.666 0.119 0.888 
Q8_3 3.50 (1.08) 3.50 (1.20) 3.75 (1.21) 0.803 0.292 0.748 
Q8_4 3.80 (1.14) 4.25 (0.93) 4.60 (0.50) 0.161 3.029 0.057 
Q8_5 3.80 (0.92) 3.82 (1.09) 4.20 (0.70) 0.695 1.090 0.344 
Note: Levene = p-value for Levene’s test for homogeneity of variances. The numerator 
df (the df for the source) = 2 and the denominator df (the df for the error) = 55 for the F 
statistic. 
 
Table 5.6 (p. 112) shows the mean and standard deviation of the response scores of 
the five items regarding the various professional development activites’ impact on 
teaching, grouped by teaching experience. Results for Levene’s test for homogeneity of 
variances indicated that the assumption of homogeneity of variances were satisfied for 
all models (p > 0.05). The results of the ANOVAs indicated that there were significant 
differences in the mean response scores of two items regarding the perceived impact of 
these PD activities: Q8_4 (F(2, 55) = 3.208, p = 0.048) and Q8_5 (F(2, 55) = 3.243, p = 
0.047), among participants with different teaching experience.  
 
The results of multiple comparisons using Tukey’s HSD (Table 5.7, page 104) further 
indicated that for Q8_5 (Participating in a network of teachers formed specifically for the 
professional development of teachers in ICT skills) 
 
• Participants with 20+ years of teaching experience (M = 4.29, SD = 0.64) 
regarded this professional development activity significantly more useful than 





• The perceived usefulness of this professional development activity was not 
significantly different 1) between participants with 1-10 years of teaching 
experience and participants with 11-20 years of teaching experience (p = 0.349), 
and 2) between participants with 1-10 years of teaching experience and 
participants with 20+ years of teaching experience (p = 0.856). 
 
For Q8_4 (Sharing good teaching practice, for example, mentoring, informal dialogues, 
lesson planning and peer observation, in use/adoption of ICT with colleagues.), results 
of multiple comparisons using Tukey’s HSD (Table 5.7, p.113) indicated that the 
perceived usefulness of this professional development activity was not significantly 
different between participants with 1-10 years of teaching experience and participants 
with 11-20 years of teaching experience (p = 0.996), 2) between participants with 1-10 
years of teaching experience and participants with 20+ years of teaching experience (p 
= 0.199), and between participants with 11-20 years of teaching experience and 
participants with 20+ years of teaching experience (p = 0.050). Thus, although the 
ANOVA results indicated significance for Q8_4, based on the results of multiple 
comparisons, it was concluded that there were no significant differences in the mean 
response scores of Q8_4 regarding the perceived impact of these PD activities for 


















M (SD) of Perceptions of Professional Development Activities' Impact on Teaching by 
Respondent Years of Teaching Experience 
Item 1-10 years  
(N = 10) 
10-20 years 
(N = 27)  
20+ years 
 (N = 21) 
Levene F p 
Q8_1 3.50 (1.27) 3.33 (1.24) 4.00 (1.14) 0.313 1.838 0.169 
Q8_2 4.10 (0.99) 3.81 (1.08) 4.00 (1.05) 0.838 0.338 0.714 
Q8_3 3.40 (1.35) 3.56 (1.16) 3.71 (1.15) 0.418 0.255 0.776 
Q8_4 4.10 (0.99) 4.07 (1.00) 4.67 (0.48) 0.431 3.208 0.048* 
Q8_5 4.10 (0.99) 3.63 (1.04) 4.29 (0.64) 0.391 3.243 0.047* 
Note: Levene = p-value for Levene’s test for homogeneity of variances. The numerator 
df (the df for the source) = 2 and the denominator df (the df for the error) = 55 for the F 
























Results of Multiple Comparisons 
Item I J Mean 
Difference (I-J) 
SE p 95% CI 
Q8_4 1-10 years 11-20 
years 
0.03 0.31 0.996 (-0.73, 0.78) 
20+ years -0.57 0.33 0.199 (-1.35, 0.22) 
11-20 
years 
1-10 years -0.03 0.33 0.996 (-0.78, 0.73) 
20+ years -0.59 0.25 0.050 (-1.19, 0.00) 
20+ years 1-10 years 0.57 0.33 0.199 (-0.22, 1.35) 
11-20 
years 
0.59 0.25 0.050 (0.00, 1.19) 
Q8_5 1-10 years 11-20 
years 
0.47 0.34 0.349 (-0.34, 1.28) 
20+ years -0.19 0.35 0.856 (-1.03, 0.66) 
11-20 
years 
1-10 years -0.47 0.34 0.349 (-1.28, 0.34) 
20+ years -0.66 0.27 0.042* (-1.29, -0.02) 
20+ years 1-10 years 0.19 0.35 0.856 (-0.66, 1.03) 
11-20 
years 
0.66 0.27 0.042* (0.02, 1.29) 
Note: * indicates significance at the 0.05 level. 
 
5.4 Analysis Results for RQ3: What are these English teachers’ attitudes and 
beliefs about integrating ICT in their teaching? 
 
Having primed questionnaire participants with questions aimed at PD in general, as well 
as their attitudes towards PD in ICT more specifically, this third question set was aimed 
at eliciting feelings regarding the actual integration of ICT into their language 
classrooms. I felt that only recording responses on the PD side of things would be a bit 





are able to successfully involve ICT in their teaching. This question, then, was an 
attempt to provide further context and perspective on earlier answers, again in the 
hopes that it would yield fruitful avenues of further inquiry in the interview portion. 
 
There were 15 sub-questions (Q9_1 to Q9_15) for Q9. 
• Q9_1: As a teacher, I like to use ICT in my lessons. 
• Q9_2: ICT makes the course content more lively. 
• Q9_3: ICT can help students acquire understanding of course content. 
• Q9_4: The knowledge students acquire using ICT remains superficial. 
• Q9_5: Students have difficulty transferring knowledge from ICT activities to 
paper-and-pencil tasks. 
• Q9_6: Using ICT makes students enthusiastic. 
• Q9_7: Teachers don’t have enough time to integrate ICT in their teaching. 
• Q9_8: The use of ICT in the lesson limits teachers' freedom. 
• Q9_9: Using ICT provides you as a teacher with more means to build whole 
class discussions on the students’ ideas. 
• Q9_10: As a teacher, it is difficult to be in full control of lessons that use ICT. 
• Q9_11: If you use ICT in your lesson, you have to completely change your 
teaching style. 
• Q9_12: Compared to using paper-and-pencil, ICT makes what students do more 
visible to the teacher. 
• Q9_13: As a teacher, you can’t see what is learnt through the ICT. 
• Q9_14: ICT has limited capacity to provide benefits in the classroom. 
• Q9_15: As a teacher, I like the challenges of exploring technology and new 
software and its possibilities. 
 
The 15 sub-questions of Q9 were used to explore RQ3. 
 
The responses of the 15 items were on a 5-point Likert scale, with 1 = strongly disagree, 
2 = disagree, 3 = neutral, 4 = agree, and 5 = strongly agree. Higher scores indicated 





Table 5.8 (p. 116) summarises the survey responses of the 15 items of Q9 regarding 
participants’ attitudes regarding integrating ICT in teaching. Table 5.9 (p.117) shows the 
descriptive statistics of the 15 items of Q9 regarding participants’ attitudes regarding 
integrating ICT in teaching. The mean scores for the positively worded items ranged 
from 3.29 (Q9_7: Teachers don’t have enough time to integrate ICT in their teaching) to 
4.03 (Q9_1: As a teacher, I like to use ICT in my lessons.), and the mean scores for the 
negatively worded items ranged from 2.60 (Q9_13: As a teacher, you can’t see what is 
learnt through the ICT.) to 3.17 (Q9_5: Students have difficulty transferring knowledge 
from ICT activities to paper-and-pencil tasks.). These results indicated that participants 
in general had moderately positive attitudes regarding integrating ICT in teaching. The 
z-scores of skewness and kurtosis indicated that the data for Q9_1 and Q9_2 may not 

























Attitudes Regarding Integrating ICT in Teaching (Q9) 
 Frequency counts (%) of survey responses 
Item  1 2 3 4 5 
Q9_1 2 (3.4) 3 (5.2) 8 (13.8) 23 (39.7) 22 (37.9) 
Q9_2 2 (3.4) 5 (8.6) 6 (10.3) 22 (37.9) 23 (39.7) 
Q9_3 3 (5.2) 5 (8.6) 15 (25.9) 16 (27.6) 19 (32.8) 
Q9_4 5 (8.6) 18 (31.0) 12 (20.7) 18 (31.0) 5 (8.6) 
Q9_5 0 16 (27.6) 21 (36.2) 16 (27.6) 5 (8.6) 
Q9_6 0 3 (5.2) 18 (31.0) 28 (48.3) 9 (15.5) 
Q9_7 4 (6.9) 17 (29.3) 10 (17.2) 12 (20.7) 15 (25.9) 
Q9_8 7 (12.1) 20 (34.5) 13 (22.4) 12 (20.7) 6 (10.3) 
Q9_9 0 6 (10.3) 13 (22.4) 31 (53.4) 8 (13.8) 
Q9_10 7 (12.1) 20 (34.5) 11 (19.0) 18 (31.0) 2 (3.4) 
Q9_11 4 (6.9) 28 (48.3) 12 (20.7) 11 (19.0) 3 (5.2) 
Q9_12 1 (1.7) 13 (22.4) 12 (20.7) 25 (43.1) 7 (12.1) 
Q9_13 4 (6.9) 30 (51.7) 12 (20.7) 9 (15.5) 3 (5.2) 
Q9_14 6 (10.3) 23 (39.7) 13 (22.4) 10 (17.2) 6 (10.3) 
Q9_15 0 3 (5.2) 14 (24.1) 29 (50.0) 12 (20.7) 

















Descriptive Statistics of Attitudes Regarding Integrating ICT in Teaching (Q9) 
Item M SD Skewness (SE) Kurtosis (SE) Z-skewness Z-kurtosis 
Q9_1 4.03 1.03 -1.18 (0.31) 1.23 (0.62) -3.77* 1.99 
Q9_2 4.02 1.08 -1.15 (0.31) 0.74 (0.62) -3.66* 1.19 
Q9_3 3.74 1.16 -0.65 (0.31) -0.31 (0.62) -2.07 -0.51 
Q9_4n 3.00 1.15 0.00 (0.31) -1.02 (0.62) 0.00 -1.64 
Q9_5 n 3.17 0.94 0.30 (0.31) -0.82 (0.62) 0.96 -1.33 
Q9_6 3.74 0.78 -0.18 (0.31) -0.30 (0.62) -0.57 -0.49 
Q9_7 3.29 1.32 -0.05 (0.31) -1.34 (0.62) -0.16 -2.16 
Q9_8 n 2.83 1.20 0.28 (0.31) -0.88 (0.62) 0.90 -1.43 
Q9_9 3.71 0.84 -0.51 (0.31) -0.13 (0.62) -1.61 -0.21 
Q9_10 n 2.79 1.12 0.04 (0.31) -1.11 (0.62) 0.12 -1.80 
Q9_11 n 2.67 1.03 0.61 (0.31) -0.43 (0.62) 1.93 -0.70 
Q9_12 3.41 1.03 -0.31 (0.31) -0.82 (0.62) -1.00 -1.33 
Q9_13 n 2.60 1.01 0.77 (0.31) -0.07 (0.62) 2.46 -0.11 
Q9_14 n 2.78 1.17 0.46 (0.31) -0.70 (0.62) 1.45 -1.13 
Q9_15 3.86 0.80 -0.37 (0.31) -0.19 (0.62) -1.18 -0.31 
Note: n indicated negatively worded items. * indication of non-normality. 
 
Table 5.10 (p. 118) shows the mean and standard deviation of the response scores of 
the 15 items for attitudes regarding integrating ICT in teaching (Q9) by gender. The 
results of the 2-sample t-tests indicated that there were no significant differences in the 
mean response scores of the 15 items for attitudes regarding integrating ICT in teaching 











M (SD) of Attitudes Regarding Integrating ICT in Teaching by Gender 
Item Male (N = 32) Female (N = 26) t p 
Q9_1 4.09 (1.09) 3.96 (0.96) 0.485 0.630 
Q9_2 4.13 (1.13) 3.88 (1.03) 0.838 0.406 
Q9_3 3.75 (1.24) 3.73 (1.08) 0.062 0.951 
Q9_4 3.00 (1.27) 3.00 (1.02) 0.000 1.000 
Q9_5 3.16 (0.95) 3.19 (0.94) -0.144 0.886 
Q9_6 3.69 (0.82) 3.81 (0.75) -0.577 0.567 
Q9_7 3.44 (1.32) 3.12 (1.34) 0.920 0.362 
Q9_8 3.03 (1.26) 2.58 (1.10) 1.446 0.154 
Q9_9 3.72 (0.77) 3.69 (0.93) 0.118 0.906 
Q9_10 2.94 (1.13) 2.62 (1.10) 1.091 0.280 
Q9_11 2.84 (1.14) 2.46 (0.86) 1.414 0.163 
Q9_12 3.31 (0.97) 3.54 (1.10) -0.831 0.409 
Q9_13 2.78 (1.04) 2.38 (0.94) 1.507 0.137 
Q9_14 3.03 (1.20) 2.46 (1.07) 1.884 0.065 
Q9_15 3.88 (0.79) 3.85 (0.83) 0.135 0.893 
Note: DF = 56. 
 
Table 5.11 (p. 120) shows the mean and standard deviation of the response scores of 
the 15 items for attitudes regarding integrating ICT in teaching by age. Results for 
Levene’s test for homogeneity of variances indicated that the assumption of 
homogeneity of variances were satisfied for all models (p > 0.05), except for the model 
for Q9_13 (p = 0.020). The results of the ANOVAs indicated that there were significant 
differences in the mean response scores of two items for attitudes regarding integrating 
ICT in teaching, Q9_9 (F(2, 55) = 3.276, p = 0.045), Q9_11 (F(2, 55) = 3.251, p = 







The results of multiple comparisons using Tukey’s HSD (Table 5.12, p. 121) further 
indicated that for Q9_9 (Using ICT provides you as a teacher with more means to build 
whole class discussions on the students’ ideas) 
• Participants 21-35 years old (M = 4.30, SD = 0.48) significantly agreed more with 
this statement than participants 36-50 years old (M = 3.57, SD = 0.88) (p = 
0.045). 
• The level of agreement for this statement was not significantly different 1) 
between participants 21-35 years old and participants 51+ years old (p = 0.073), 
and 2) between participants 51+ years old and participants 36-50 years old (p = 
0.992). 
 
For Q9_11 (If you use ICT in your lesson, you have to completely change your teaching 
style) 
• Participants 21-35 years old (M = 3.40, SD = 1.08) significantly agreed more with 
this statement than participants 36-50 years old (M = 2.50, SD = 0.92) (p = 
0.045). 
• The level of agreement for this statement was not significantly different 1) 
between participants 21-35 years old and participants 51+ years old (p = 0.079), 
and 2) between participants 51+ years old and participants 36-50 years old (p = 
0.984). 
 
For Q9_13 (As a teacher, you can’t see what is learnt through the ICT) 
• Participants 21-35 years old (M = 3.10, SD = 1.29) significantly agreed more with 
this statement than participants 36-50 years old (M = 2.21, SD = 0.97) (p = 
0.037). 
• Participants 51+ years old (M = 2.90, SD = 0.97) significantly agreed more with 
this statement than participants 36-50 years old (M = 2.21, SD = 0.97) (p = 
0.043). 
• The level of agreement for this statement was not significantly different between 







M (SD) of Attitudes Regarding Integrating ICT in Teaching by Age 
Item 21-35 (N = 10) 36-50 (N = 28)  51+ (N = 20) Levene F p 
Q9_1 4.10 (0.99) 3.96 (1.14) 4.10 (0.91) 0.964 0.123 0.885 
Q9_2 4.30 (1.25) 3.86 (1.11) 4.10 (0.97) 0.641 0.696 0.503 
Q9_3 3.70 (1.16) 3.71 (1.30) 3.80 (1.01) 0.496 0.038 0.963 
Q9_4 3.50 (0.97) 2.96 (1.20) 2.80 (1.15) 0.672 1.262 0.291 
Q9_5 3.20 (0.92) 3.18 (0.95) 3.15 (0.99) 0.835 0.010 0.990 
Q9_6 4.00 (0.82) 3.68 (0.82) 3.70 (0.73) 0.779 0.652 0.525 
Q9_7 3.60 (0.97) 3.18 (1.44) 3.30 (1.34) 0.083 0.365 0.696 
Q9_8 3.40 (1.17) 2.75 (1.24) 2.65 (1.14) 0.964 1.433 0.247 
Q9_9 4.30 (0.48) 3.57 (0.88) 3.60 (0.82) 0.121 3.276 0.045* 
Q9_10 3.50 (0.97) 2.61 (1.13) 2.70 (1.08) 0.511 2.582 0.085 
Q9_11 3.40 (1.08) 2.50 (0.92) 2.55 (1.05) 0.832 3.251 0.046* 
Q9_12 3.90 (0.99) 3.36 (0.95) 3.25 (1.12) 0.533 1.441 0.246 
Q9_13 3.10 (1.29) 2.21 (0.79) 2.90 (0.97) 0.020* 4.711 0.013* 
Q9_14 3.20 (1.32) 2.79 (1.23) 2.55 (1.00) 0.344 1.031 0.363 
Q9_15 4.00 (0.67) 3.89 (0.79) 3.75 (0.91) 0.271 0.353 0.704 
Note: Levene = p-value for Levene’s test for homogeneity of variances. The numerator 

















Results of Multiple Comparisons 
Item I J Mean 
Difference  
(I-J) 
SE p 95% CI 
Q9_9 21-35 36-50 0.73 0.30 0.045* (0.01, 1.44) 
51+ 0.70 0.31 0.073 (-0.05, 1.45) 
36-50 21-35 -0.73 0.30 0.045* (-1.44, -0.01) 
51+ -0.03 0.24 0.992 (-0.60, 0.54) 
51+ 21-35 -0.70 0.31 0.073 (-1.45, 0.05) 










21-35 36-50 0.90 0.37 0.045* (0.02, 1.78) 
51+ 0.85 0.39 0.079 (-0.08, 1.78) 
36-50 21-35 -0.90 0.37 0.045* (-1.78, -0.02) 
51+ -0.05 0.29 0.984 (-0.75, 0.65) 
51+ 21-35 -0.85 0.39 0.079 (-1.78, 0.08) 









21-35 36-50 0.89 0.35 0.037* (0.04, 1.73) 
51+ 0.20 0.37 0.850 (-0.68, 1.08) 
36-50 21-35 -0.89 0.35 0.037* (-1.73, -0.04) 
51+ -0.69 0.28 0.043* (-1.35, -0.02) 
51+ 21-35 -0.20 0.37 0.850 (-1.08, 0.68) 
36-50 0.69 0.28 0.043* (0.02, 1.35) 
Note: * indicates significance at the 0.05 level. 
 
Table 5.13 (p. 124) shows the mean and standard deviation of the response scores of 
the 15 items for attitudes regarding integrating ICT in teaching by teaching experience. 
Results for Levene’s test for homogeneity of variances indicated that the assumption of 
homogeneity of variances were satisfied for all models (p > 0.05), except for the model 





differences in the mean response scores of two items for attitudes regarding integrating 
ICT in teaching, Q9_7 (F(2, 55) = 5.364, p = 0.007), Q9_8 (F(2, 55) = 3.821, p = 0.028), 
and Q9_11 (F(2, 55) = 3.653, p = 0.032), among participants with different teaching 
experience.  
 
The results of multiple comparisons using Tukey’s HSD (Table 5.14, p.125) further 
indicated that for Q9_7 (Teachers don’t have enough time to integrate ICT in their 
teaching) 
 
• Participants with 11-20 years of teaching experience (M = 3.85, SD = 1.06) 
significantly agreed more with this statement than participants with 20+ years of 
teaching experience (M = 2.71, SD = 1.38) (p = 0.007). 
• The level of agreement for this statement was not significantly different 1) 
between participants with 1-10 years of teaching experience and participants with 
11-20 years of teaching experience (p = 0.158), and 2) between participants with 
11-20 years of teaching experience and participants with 20+ years of teaching 
experience (p = 0.819). 
 
For Q9_11 (If you use ICT in your lesson, you have to completely change your teaching 
style) 
 
• Participants with 1-10 years of teaching experience (M = 3.40, SD = 0.97) 
significantly agreed more with this statement than participants with 20+ years of 
teaching experience (M = 2.38, SD = 1.12) (p = 0.025). 
• The level of agreement for this statement was not significantly different 1) 
between participants with 1-10 years of teaching experience and participants with 
11-20 years of teaching experience (p = 0.098), and 2) between participants with 
11-20 years of teaching experience and participants with 20+ years of teaching 






For Q9_8 (The use of ICT in the lesson limits teachers' freedom), the results of multiple 
comparisons using Tukey’s HSD (Table 5.14, p. 125) indicated that level of agreement 
for this statement was not significantly different 1) between participants with 1-10 years 
of teaching experience and participants with 11-20 years of teaching experience (p = 
0.856), 2) between participants with 1-10 years of teaching experience and participants 
with 20+ years of teaching experience (p = 0.064), and 3) between participants with 11-
20 years of teaching experience and participants with 20+ years of teaching experience 
(p = 0.055). Thus, although the ANOVA results indicated significance for Q9_8, based 
on the results of multiple comparisons, it was concluded that there were no significant 



























M (SD) of Attitudes Regarding Integrating ICT in Teaching by Teaching Experience 
Item 1-10 years  
(N = 10) 
10-20 years 
(N = 27)  
20+ years 
 (N = 21) 
Levene F p 
Q9_1 3.80 (1.32) 3.93 (0.96) 4.29 (0.96) 0.437 1.045 0.359 
Q9_2 4.00 (1.49) 3.93 (1.04) 4.14 (0.96) 0.153 0.232 0.794 
Q9_3 3.10 (1.29) 3.74 (1.20) 4.05 (0.97) 0.799 2.355 0.104 
Q9_4 3.30 (1.16) 3.19 (1.14) 2.62 (1.12) 0.935 1.884 0.162 
Q9_5 3.00 (1.05) 3.30 (0.78) 3.10 (1.09) 0.285 0.465 0.630 
Q9_6 4.00 (0.67) 3.67 (0.78) 3.71 (0.85) 0.204 0.670 0.516 
Q9_7 3.00 (1.33) 3.85 (1.06) 2.71 (1.38) 0.301 5.364 0.007* 
Q9_8 3.30 (1.34) 3.07 (1.07) 2.29 (1.15) 0.574 3.821 0.028* 
Q9_9 4.10 (0.88) 3.56 (0.70) 3.71 (0.96) 0.393 1.573 0.217 
Q9_10 3.10 (1.29) 2.96 (0.98) 2.43 (1.16) 0.454 1.852 0.167 
Q9_11 3.40 (0.97) 2.63 (0.88) 2.38 (1.12) 0.656 3.653 0.032* 
Q9_12 3.50 (1.18) 3.33 (0.92) 3.48 (1.12) 0.543 0.152 0.859 
Q9_13 2.80 (1.32) 2.56 (0.80) 2.57 (1.12) 0.019* 0.225 0.799 
Q9_14 2.90 (1.37) 2.96 (1.02) 2.48 (1.25) 0.532 1.093 0.342 
Q9_15 3.90 (0.88) 3.74 (0.59) 4.00 (1.00) 0.194 0.618 0.543 
Note: Levene = p-value for Levene’s test for homogeneity of variances. The numerator 
df (the df for the source) = 2 and the denominator df (the df for the error) = 55 for the F 















Results of Multiple Comparisons 
Item I J Mean 
Difference  
(I-J) 
SE p 95% CI 
Q9_7 1-10 years 11-20 
years 
-0.85 0.46 0.158 (-1.95, 0.25) 
20+ years 0.29 0.47 0.819 (-0.86, 1.43) 
11-20 
years 
1-10 years 0.85 0.46 0.158 (-0.25, 1.95) 
20+ years 1.14 0.36 0.007* (0.27, 2.00) 
20+ years 1-10 years -0.29 0.47 0.819 (-1.43, 0.86) 
11-20 
years 
-1.14 0.36 0.007* (-2.00, -0.27) 
Q9_8 1-10 years 11-20 
years 
0.23 0.42 0.856 (-0.80, 1.25) 
20+ years 1.01 0.44 0.064 (-0.05, 2.07) 
11-20 
years 
1-10 years -0.23 0.42 0.856 (-1.25, 0.80) 
20+ years 0.79 0.33 0.055 (-0.01, 1.59) 
20+ years 1-10 years -1.01 0.44 0.064 (-2.07, 0.05) 
11-20 
years 
-0.79 0.33 0.055 (-1.59, 0.01) 
Q9_11 1-10 years 11-20 
years 
0.77 0.37 0.098 (-0.11, 1.65) 
20+ years 1.02 0.38 0.025* (0.11, 1.93) 
11-20 
years 
1-10 years -0.77 0.37 0.098 (-1.65, 0.11) 
20+ years 0.25 0.29 0.664 (-0.44, 0.94) 
20+ years 1-10 years -1.02 0.38 0.025* (-1.93, 0.11) 
11-20 
years 
-0.25 0.29 0.664 (-0.94, 0.44) 











5.5 Analysis Results for RQ4: To what extent do these tertiary English teachers 
perceive the usefulness of professional development activities and the 
effect of the perception on their beliefs in integrating ICT in teaching? 
 
As the final question set on the questionnaire, this was an attempt to tie together the 
previous questions regarding PD, ICT, and the participants' feelings about the same. 
Given that the focus of the present study is predominantly on ICT, I also felt it would be 
a good way to tease out the distinction between PD felt beneficial for teaching in 
general compared to PD felt beneficial in actually helping teachers to further integrate 
ICT in their teaching. As in previous research questions, the responses were anticipated 
to provide useful indicators of productive further follow-up questions. 
 
Q10 asked: How useful do you think the following professional development activities 
are in helping you use ICT in your teaching? There were five sub-questions (Q8_1 to 
Q8_5) for Q10.  
 
• Q10_1: Conducting action research into ICT skills. 
• Q10_2: Attending conferences, workshops, seminars or courses in ICT skills. 
• Q10_3: Reading professional literature involving ICT (e.g. journals, evidence-
based papers, thesis papers). 
• Q10_4: Sharing good teaching practice (e.g. mentoring, informal dialogues, 
lesson planning, peer observation) in use/adoption of ICT with colleagues. 
• Q10_5: Participating in a network of teachers formed specifically for the 
professional development of teachers in ICT skills (Community of Practice). 
 
The five sub-questions of Q10 were used to explore RQ4. 
 
The responses of the five items were on a 5-point Likert scale, with 1 = not very useful, 
2 = limited usefulness, 3 = neutral, 4 = useful, and 5 = very useful. Higher scores 






Table 5.15 (p.127) summarises the survey responses of the five items of Q10 regarding 
the usefulness of professional development activities in the use of ICT. Table 5.16 
(p.127) shows the descriptive statistics of the five items of Q10 regarding the usefulness 
of professional development activities in the use of ICT. The mean scores ranged from 
3.24 (Q10_1: Conducting action research into ICT skills) to 4.00 (Q10_4: Sharing good 
teaching practice in use/adoption of ICT with colleagues), indicating participants had 
moderately positive perceptions for the usefulness of professional development 
activities in the use of ICT.  
 
Table 5.15 
Usefulness of Professional Development Activities in the Use of ICT (Q10) 
 Frequency counts (%) of survey responses 
Item  1 2 3 4 5 
Q10_1 4 (6.9) 16 (27.6) 7 (12.1) 24 (41.4) 7 (12.1) 
Q10_2 2 (3.4) 10 (17.2) 4 (6.9) 29 (50.0) 13 (22.4) 
Q10_3 5 (8.6) 13 (22.4) 7 (12.1) 23 (39.7) 10 (17.2) 
Q10_4 0 11 (19.0) 1 (1.7) 23 (39.7) 23 (39.7) 
Q10_5 2 (3.4) 8 (13.8) 11 (19.0) 26 (44.8) 11 (19.0) 




Descriptive Statistics of Usefulness of Professional Development Activities in the use of 
ICT 
Item M SD Skewness (SE) Kurtosis (SE) Z-skewness Z-kurtosis 
Q10_1 3.24 1.19 -0.29 (0.31) -1.08 (0.62) -0.94 -1.75 
Q10_2 3.71 1.11 -0.83 (0.31) -0.20 (0.62) -2.64 -0.32 
Q10_3 3.34 1.25 -0.41 (0.31) -0.99 (0.62) -1.32 -1.60 
Q10_4 4.00 1.09 -0.92 (0.31) -0.43 (0.62) -2.93 -0.69 





Table 5.17 (p.128) shows the mean and standard deviation of the response scores of 
the five items regarding usefulness of professional development activities in the use of 
ICT by gender. The results of the 2-sample t-tests indicated that there were no 
significant differences in the mean response scores of the five items regarding 
usefulness of professional development activities in the use of ICT between male and 
female (p > 0.05). 
 
Table 5.17 
M (SD) of Usefulness of Professional Development Activities in the Use of ICT by 
Gender 
Item Male (N = 32) Female (N = 26) t p 
Q10_1 3.25 (1.22) 3.23 (1.18) 0.061 0.952 
Q10_2 3.53 (1.19) 3.92 (0.98) -1.349 0.183 
Q10_3 3.16 (1.35) 3.58 (1.10) -1.128 0.205 
Q10_4 3.84 (1.19) 4.19 (0.94) -1.214 0.230 
Q10_5 3.41(1.16) 3.88 (0.86) -1.745 0.086 
Note: DF = 56. 
 
Table 5.18 (p. 129) shows the mean and standard deviation of the response scores of 
the five items regarding usefulness of professional development activities in the use of 
ICT by age. Results for Levene’s test for homogeneity of variances indicated that the 
assumption of homogeneity of variances were satisfied for all models (p > 0.05), except 
for the model for Q10_2 (p = 0.033). The results of the ANOVAs indicated that there 
were no significant differences in the mean response scores of the five items regarding 
usefulness of professional development activities in the use of ICT among participants 











M (SD) of Usefulness of Professional Development Activities in the Use of ICT by Age 
Item 21-35 (N = 10) 36-50 (N = 28)  51+ (N = 20) Levene F p 
Q10_1 3.30 (1.42)  3.36 (1.22) 3.05 (1.05) 0.578 0.395 0.675 
Q10_2 3.60 (1.27) 3.68 (1.22) 3.80 (0.89) 0.033 0.122 0.885 
Q10_3 3.20 (1.48) 3.46 (1.17) 3.25 (1.29) 0.577 0.246 0.783 
Q10_4 4.00 (0.94) 4.00 (1.16) 4.00 (1.12) 0.651 0.000 1.000 
Q10_5 3.80 (1.03) 3.61 (1.10) 3.55 (1.05) 0.951 0.186 0.831 
Note: Levene = p-value for Levene’s test for homogeneity of variances. The numerator 
df (the df for the source) = 2 and the denominator df (the df for the error) = 55 for the F 
statistic. 
 
Table 5.19 (p. 130) shows the mean and standard deviation of the response scores of 
the five items regarding usefulness of professional development activities in the use of 
ICT by teaching experience. Results for Levene’s test for homogeneity of variances 
indicated that the assumption of homogeneity of variances were satisfied for all models 
(p > 0.05). The results of the ANOVAs indicated that there were no significant 
differences in the mean response scores of the five items regarding usefulness of 
professional development activities in the use of ICT among participants with different 

















M (SD) of Usefulness of Professional Development Activities in the Use of ICT by 
Teaching Experience 
Item 1-10 years  
(N = 10) 
10-20 years 
(N = 27)  
20+ years 
 (N = 21) 
Levene F p 
Q10_1 3.00 (1.33) 3.15 (1.20) 3.48 (1.12) 0.626 0.691 0.506 
Q10_2 3.70 (1.25) 3.63 (1.15) 3.81 (1.03) 0.335 0.151 0.860 
Q10_3 3.10 (1.52) 3.26 (1.26) 3.57 (1.12) 0.122 0.591 0.557 
Q10_4 3.60 (1.27) 3.81 (1.18) 4.43 (0.75) 0.054 2.849 0.066 
Q10_5 3.50 (1.27) 3.44 (1.09) 3.90 (0.89) 0.103 1.208 0.307 
Note: Levene = p-value for Levene’s test for homogeneity of variances. The numerator 






In this chapter, I have presented and analysed the results and findings from the 
questionnaire conducted in phase 1 of the study. For the first question, it was found that 
participants engaged predominately in sharing good teaching practice and least in 
participating in a network of teachers and conducting action research into ICT skills.  
 
In analysing the results and findings for question 2, a significant difference emerged 
between the perceptions of impact on teaching of the different forms of professional 
development for ICT skills across teaching experience, but not gender or age. 
Specifically, the 20+ year group were more likely to rate / find community of practice 
more useful.  
 
The third question divulged there was no significant difference between gender in the 
various sub-categories. However, the analysis found significance in differences in age 
and teaching experience in several sub-categories. In terms of age, Q9_9 (Using ICT 
provides you as a teacher with more means to build whole class discussions on the 





participants 36-50 years old. For question 9_11 (if you use ICT in your lesson, you have 
to completely change your teaching style) it was found that participants 21-35 agree 
more with this statement than participants 36-50 years of age. In addition, Q9_13 (As a 
teacher, you can’t see what is learnt through the ICT) participants 21-35 years and 51+ 
years of age agreed more with this statement than participants 36-50 years of age.  
 
The questions also showed significant difference found in teaching experience across 
several sub-categories. For example, Q9_7 (Teachers don’t have enough time to 
integrate ICT in their teaching) showed that participants with 11-20 years of teaching 
experience agreed more with this statement than participants with 20+ years of teaching 
experience. Moreover, in Q9_11 (If you use ICT in your lesson, you have to completely 
change your teaching style) participants with 1-10 years of teaching experience agreed 
more with this statement than participants with 20+ years of teaching experience.  
 
Finally, the fourth question found that participants had moderately positive perceptions 
for the usefulness of professional development activities, conducting action research 
into ICT skills and sharing good teaching practice in use/adoption of ICT with 
colleagues, in the use of ICT.  
 
Overall, the results in this explorational questionnaire do unfortunately suffer from an 
inability to make more specific observations as to the details of the responses. 
However, the design of the present research did allow me the opportunity to use the 
initial questionnaire responses to inform and guide the focus of the later, more in-depth, 
stage of interviews. While the questionnaires were not as representative of the themes 
of participants' attitudes and perceptions, they did serve as excellent starting points from 
which to delve deeper into the individual’s personal feelings about the subject at hand. 
This is precisely the intent of the second data collection phase and will be the subject of 
















In this chapter, the findings of the qualitative phase of the present study will be 
presented. The qualitative research consisted of conducting, transcribing, coding and 
then analysing audio-recorded semi-structured interviews (see chapter 4). This chapter 
is organised into four main sections which each reflect one research question (as shown 
in section 4.1). In each section, key themes identified from my analysis of the data are 
presented and illustrated with extracts from participants’ interviews. Taken together, the 
themes provide insight into teachers’ views and experiences of professional 
development of ICT skills in the context of English language education, as well as the 
underlying thoughts and feelings that inform them. 
 
The decision to organise the findings around the research questions emerged from the 
themes clustering around these same questions. It was obvious that respondents' 
perceptions and lived experiences of the topic were broadly divided into those relating 
to PD in general and ICT in general, with sub-themes developing inside each of those 
two primary branches. As this was the primary distinction between questions 1-2 and 
questions 3-4, it was felt that this was the most sensible course of action. Similarly, this 
is in keeping with the organisation of the preceding chapter. 
 
6.2 Data presentation and illustration  
 
In terms of both presentation and analysis, there has been a holistic arrangement of the 
data with respect to the major themes and sub-themes which emerged during the 
course of the interviews. These sub-themes appear as sub-headings under each of the 
four research questions. 
 
In the following chapter (chapter 7), the emerging themes (with excerpts) are also 
employed to support the discussion of findings and results under each of the four 





structure, explanation and clarification of participants' perceptions and subjective 
interpretations regarding PD in ICT skills will necessarily be unlike the approach other 
researchers would take with the same data.  
 
6.3 Analysis of data  
 
In this section, I have analysed the semi-structured interviews grouped by the specific 
research question that the emerging data corresponds to. This provides an opportunity 
to both group these findings thematically as well as support them with pertinent extracts 
from the interviews. By way of aggregating number of responses that clustered around 
similar views, I have indicated the number of respondents represented. They are not 
intended to imply any significance, but rather to illustrate the representativeness of the 
data. 
 
As mentioned above (see Chapter 4), thematic analysis was chosen as an ideal means 
by which to organise and interpret the data collected during the in-person interviews 
guided by previous ideas and perspectives. The trademark of thematic analysis is its 
flexibility, as it is just an analytic method (Clark & Braun, 2013), and thus can be used to 
address a wide range of research questions such as in the current study. 
 
6.3.1 Emergence of Final Themes 
 
In iterative close readings of both the transcripts and my notes from the interviews, I 
was able to begin refining the initial themes, not only into more finalised themes, but 
categories, or sub-themes, within those. What follows is a bit of an enumeration of these 




It was obvious that formal PD needed to be split out into its own theme, since it featured 
quite prominently in interviewees’ discussions regarding conferences, workshops, and 





theme, the sub-themes of conferences, in house PD/workshops and action research 
were most prominent. 
 
Conferences 
conferences were by far the most mentioned form of PD that interviewees engaged in, 
and it engendered both positive and negative comments. It dominated the PD 
landscape at the tertiary level in Hong Kong for English language teaching 
professionals, and there was an interesting interplay between the pedagogic methods 




in-house PD/workshops formed something of a home institutional version of attending 
conferences. Each of the respondents mentioned some type of PD like this provided by 
their institutions, and while the feedback was mixed, it does not seem like they are 
going away any time soon. These unfortunately suffered from the same lack of sound 
pedagogic principles employed in the presentations themselves as was described by 
participants regarding the conferences. 
 
Action research 
action research as a category is included in the formal PD theme given that it was 
something mentioned by respondents as being formally advocated by their institutions. 
While it is true that action research doesn’t necessarily require a formalised component, 
it is often the case that the amount of time and effort required to prepare properly for 
this involves some tradeoffs in terms of temporarily decreased workload at the 
agreement of the institution. As such, this is a category representing work that is not 











Alongside formal forms of PD, informal PD similarly played a large role in the 
discussions with interviewees, and therefore deserved its own theme category. Such 
topics as discussions with colleagues, show-and-tell, and even just personal reading 
figured as obvious loci around which the conversations flowed. The most notable sub-
themes here were reading academic literature and informal chats to colleagues. 
 
Reading informally 
reading informally is something that is generally neither enforced nor accounted for at 
the institutional level, and that is the predominate reason to include this in the informal 
theme. It is also completely missing from the types of quantitative metrics used by 
institutions to track PD of the teachers, which is notable in its absence. 
 
Informal chats 
informal chats to colleagues were by far the most referenced form of informal PD. It 
seemed as if it were the informal variant of the formal PD category of conferences, and 
interviewees overwhelmingly expressed positive experiences with this form of PD. It 
seemed to be the venue through which teachers most often experienced authentic 
suggestions for integration of ICT with real-world pedagogic practices, and as such is 




Institutional pressure, as opposed to other more general forms of pressure, deserved its 
own theme category, given that its prominence overshadowed both peer pressure and 
student pressure. The three most obvious categories here were lack of voice, lack of 








Lack of voice 
lack of voice was something that the respondents felt quite keenly and were happy to 
share. There was a very real perception that they were unable to direct either the 
content of existing PD or the direction of future PD initiatives. 
 
Lack of autonomy 
lack of autonomy emerged as a widespread concern amongst participants given that 
they primarily shared a feeling of not being able to direct their own individual PD efforts. 
Several teachers mentioned their conviction that the entire process would work much 
better if institutions allowed them to have a free hand in determining which types of PD 
would be most beneficial for their particular needs. 
 
Top-down 
top-down emerged a bit in parallel with the two previous categories, in that there was a 
clear perception of the entirety of PD policy having been conceived and administered 
with the needs of the institutions in mind, not those of teachers. This category is distinct 
from those inasmuch as there was seemingly a one-way direction of communication 
and directives regarding the entire process. This is not particularly surprising, though 
the fact that teachers felt such charged emotional valency in this regard is a sign that 




Instructor agency emerged as something that interviewees were pre-occupied with, both 
in terms of determining the focus and content of the PD as well as contributing input to 
the ways in which the ICT was exploited in their classrooms. The prime category in this 
theme was attitudes and beliefs of the instructors. 
 
Attitudes and beliefs 
Attitudes and beliefs, very much aligned with the preceding sub-themes in Institutional 





themselves, but to the way in which they are experienced by the teachers. Indeed, 
those interviewed were very much of the opinion that they had very little control, or even 
influence, over the scope and nature of PD at their institutions. Whether this led to the 
trend of respondents expressing preference for informal PD they themselves were the 
agents of is beyond the scope of the present study, those it is instructive to pay 
attention to how frustrated they feel with the currently implemented formal PD from their 
institutions. 
 
Motivations for participation 
 
Motivations for participation seemed to be various and revealed different facets of 
interviewees’ experiences with PD. The three main categories which emerged here 
were freebies, continuous learning and pressure. 
 
Freebies 
freebies were an everpresent motivational tool, perhaps consciously employed, of 
institutions to entice instructors to attend PD sessions, at least those offered in-house. 
Other times, such things as paid flights and accommodation led to instructors being 




One of the key benefits mentioned by the interviewees was the opportunity to engage in 
continuous learning. Numerous teachers expressed their desire and enjoyment of 
learning, and this was seen as a key benefit to PD in general. It was not highlighted so 
much as a difference between formal and informal modes of PD, though it is reasonable 
to assume that those modes teachers found more worthwhile would correlate with those 









One of the additional unfortunate, but understandable, motivations for participation in 
PD, pressure was mentioned, at times indirectly, by a plurality of the participants. They 
discussed receiving emails from managers as well as the institutional decisions made 
based in part on participation in PD. This particular sub-theme was clearly on the mind, 
in some way or another, of basically everyone who took part in this study. 
 
Integration of ICT 
 
Integration of ICT into the actual classroom was a recurrent topic mentioned during the 
interviews, and as such it deserved to be its own theme. The two primary tracks of 
discussion in this particular theme were clustered around student engagement and 




student engagement was something that almost all of the teachers mentioned as being 
a prime advantage of incorporating more ICT resources into the classroom. Almost 
unanimously, the interviewees highlighted ways in which ICT was capable of facilitating 
greater concentration and focus from their pupils, and this was a very prevalent feature 
of the interviews. 
 
Teacher engagement 
teacher engagement, while not as predominantly positively noted as student 
engagement, was still a common comment to emerge from the data. Instructors 
mentioned how they were able to use ICT to facilitate tasks that they themselves saw as 
beneficial to their work, whether in a pedagogical or even merely administrative context 
(eg, attedance taking). ICT was generall seen as a positive tool to help them to achieve 









An interest in teacher skills, both in terms of abilities and beliefs, was something that 
seemed deserving of its own thematic category. Interviewees mentioned their thoughts 
on how this was a key area that PD was able to influence, and which in turn had 
implications for their ability to integrate ICT into the classroom. The three categories, 
therefore, which emerged from this overarching theme, were feeling overwhelmed with 
the technology, computer skills and confidence to teach. 
 
Feeling overwhelmed 
feeling overwhelmed with the technology was not an uncommon strand in the 
responses from some interviewees. They mentioned their hesitancy, both in terms of 
ability to practically apply the tools with a specific pedagogic focus as well as in terms of 
pure familiarity with the tools themselves. This was something that emerged as a 
motivating factor for them to attend more practical, hands-on workshops for the tools, as 
a guard against precisely this type of feeling. 
 
Computer skills 
computer skills, mostly in terms of a basic familiarity with the tools and platforms upon 
which they rested was an additional area of concern for the teachers. Alongside their 
lack of familiarity with the applications, the teachers also often expressed concern that 
either themselves or their colleagues lacked ability to accomplish simple tasks on 
operating systems like windows, macintosh, android or iphone. 
 
Confident to teach 
confidence to teach was a suitable sub-theme that emerged more as a reaction to the 
perceived distance between teachers’ ability and confidence with technology and that 
exhibited by their students. Responses clustering around this sub-theme mostly 
involved an anxiety about face-threat during the actual integration of the ICT, and 








Practical application of the ICT resources was an aspect of PD that multiple 
interviewees raised as worthy of discussion. They seemed to consider it, almost 
unanimously, as something that had very positive impacts on their ability to use the ICT, 
and as such it was a clear choice as its own thematic category. Discussing with 
colleagues, as well as socio-affective learning were two obvious sub-themes that 
emerged from this more general theme. 
 
Discussing with colleagues 
discussing with colleagues was something almost universally acknowledged by the 
interviewees as beneficial to their learning and overall sense of satisfaction with their 
work life. The heterogeneous cultural background of the respondents would suggest this 
was not merely representative of the traditional Hong Kong culture highly invested in 
interpersonal relationships. 
 
Socio-affective component of learning 
highly related to the first sub-theme, the socio-affective nature of this type of learning 
was something that all of the interviewees expressed a strong desire for. It was 
something that they found sorely lacking in the conferences and workshops usually put 
on at the institutional level; whereas, those informal PD events they engaged in were 




PD interactivity formed the final thematic category, and is primarily concerned with the 
way in which most of the formal PD is structured. Interviewees mentioned that this type 
of interactivity was not very much present at all during the majority of formal PD 
sessions they attended, whereas it seemed to be highly developed in the majority of the 
informal PD sessions they engaged with. The two primary sub-themes pertinent here 







practical experience was something that interviewees identified as leading to positive 
outcomes in terms of their ability to actually implement ICT effectively in their 
classrooms. Coupled with the more informal experiences they had with colleagues, this 
sub-theme refers more to the workshops in which teachers actually felt they were able 
to get hands-on practice with the applications and technology. It was very clearly 
something they would like to see more of. 
 
Knowledge-based outcomes 
knowledge-based outcomes were, on the other hand, a sub-theme around which 
respondents mostly agreed to hold a negative opinion. Along with an institutional focus 
on measurable inputs/outputs to their PD initiatives, it seems like the interviewees had a  
view of most conferences as disseminating only knowledge without any emphasis on 
participants’ understanding or experience. Similarly, workshops were the teachers just 
heard someone speak for an hour were similarly derided as not fulfilling the 
expectations of something which clearly have a focus on participants doing something 


























6.4 RQ 1: What professional development activities have the Hong Kong    
           tertiary English teachers studied in this research engaged in to develop  
           their ICT skills?  
 
Responses to this question revealed a wide range of professional development modes 
that participants had engaged in. These are grouped into three main themes and 
illustrated in Table 6.1 that follows.  
 
Table 6.1 
Themes and sub-themes/categories for RQ1 
No. Themes Sub-theme / categories  N 
1 Formal Professional 
Development (PD) 
conferences, in-house 
PD/workshops, sharing sessions, 




2 Informal PD Reading professional literature, 
informal chats 
9 





6.4.1 Professional development  
 
 
The central overarching theme identified from the analysis of teachers’ PD in ICT skills 
engagement over their professional careers is one that refers to formal professional 




Among the professional development activities that were often mentioned and emerged 
as popular with the interviewees were attending conferences and workshops. For 
instance, as Joyce revealed: 
 
“I love going to conferences and workshops” (Joyce, 13/02/2018, 10:17 AM) 
 






“because you because you get to, you know, share your ideas with other people, 
you know, that give you feedback and, uh, you also get to know what other 
people are doing in their own context. So, there's a lot to be learned, uh, you 
know, in the conferences.” (Jason, 12/02/2018, 10:16 AM) 
 
All institutions provide some financial incentives for teachers to attend overseas 
conferences which might be an added incentive not only professionally but also 
personally as Joyce informs;  
 
“One of them [chuckles] I must admit was the opportunity to go back to the US 
and have the university help pay for that ticket” (Joyce, 13/02/2018, 10:25 AM) 
 
While it is quite common for institutions to fund teachers to engage in professional 
development in both local and international off-site event, the common perception in the 
interview is that the funding is insufficient, and Monica was quite disillusioned by the 
funding available 
 
“it’s very little money [sic] for a short trip you could get a ticket, maybe” (Monica, 
15/02/2018, 9:48 AM) 
 
which was also confirmed by Patrick who explained 
 
“we are expected to attend overseas conferences in US and UK but how can we 
if we do not pay out of our own pocket” (Patrick, 18/02/2018, 11:06 AM) 
 
As several of the institutions English Language Centres are fairly large (some close to 
100 teachers) it might not be possible to fully fund teachers’ overseas conference 
attendance. There were also incentives available to increase their annual professional 
development budget, as pointed out by Vivian 
  
“if you publish you get an extra HK$ 3,000” (Vivian, 19/02/2018, 3:05 PM) 
 
Additionally, the significant interest in attending overseas conferences seems to imply 
there is a difference between what participants are offered at their universities and what 
can be gained by attending international conferences. It is also interesting to note that 
for a large number of respondents, what they chose to highlight regarding the 
conferences were primarily the informal interpersonal aspects rather than the prestige of 





in-house PD / workshops 
 
In contrast to more formal conferences hosted far from the instructors' home institutions, 
in-house PD was expected to be a much more common activity for all involved. It is 
cheaper for the home institutions, and therefore much more likely to receive support. 
Further, these events are much more likely to feature other instructors from the 
participants' informal peer group. Interviewees also revealed they attend workshops 
after having informal chats with colleagues from this very same peer group, as Mary 
explained why she is attending an upcoming workshop 
 
“one colleague invited me. She is interested. So, she invited me to join because 
it's like a group collaboration.” (Mary, 12/02/2018, 4:18 PM) 
 
sharing sessions  
 
Generally, attendees preferred attending sharing sessions that were organised by their 
institutions as they were more prone to being perceived as immediately applicable to 
their teaching. For instance, as Ted revealed 
 
“It’s good to see what other colleagues do and how they approach things. So, the 
most recent one I went to was the business one, although I don’t teach business 
but I just wanted to see okay, what do they do in business. How do they handle 
certain problems? Do they do more writing, or do they do more speaking? And 
how do they collaborate with the business department.” (Ted, 12/02/2018, 9:10 
AM) 
 
Ted further discussed that he enjoyed hearing about colleagues’ experience at 
international conferences at sharing sessions 
 
“It’s good to see, you know, what conferences are out there. You know, what’s 
happening in Asia or Europe” (Ted, 12/02/2018, 9:02 AM) 
 
It is common that colleagues who have received internal funding to attend an overseas 
conference are required to give a short in-house presentation as well as include the 
highlights from the conference. However, some interviewees saw this as something 







“I find it nervous to present in-front of colleagues, they might think my 
research/ideas are superficial” (Jennifer, 11/02/2018, 2:42 PM) 
 
Another common impetus for sharing sessions is for colleagues to share recent 
pedagogy or tools they have tried out.  
 
And Mary indicated she likes to attend because 
 
“they are well planned and more relevant to my own teaching context” (Mary,  
12/02/2018, 4:12 PM) 
 
This might be explained by the fact that in-house workshops often involve certain 
elements of show-tell of best practices. This, in contrast to the more common “lecture” 
format of most conference sessions, was highlighted by numerous interviewees as 
being a very valuable thing. However, as Frank reveals, it is often not convenient to 
attend or present at PD sessions  
 
“My timetable this term means I can't attend any. This is the most busy time, I 
can't go to anything” (Frank, 14/02/2018, 10:18 AM) 
 
Due to the generic nature of workshops and seminars being offered by various 
educational centres at the universities, they were perceived to be inapplicable to the 
context of the teachers. As Jonathan comment  
 
“it is all very general, I can’t see how it is specifically relevant to my courses” 
(Jonathan, 14/02/2018, 5:18 PM) 
 
Additionally, several interviewees (at various institutions) mentioned participating in the 
Becoming an Online Teacher programme. This certificate programme is offered to 
develop teachers’ ICT skills to become better able to adapt to a new teaching 
environment, which heavily features a strategic plan involving flipped learning.  
 
Technology integration is a big thing at the moment at the universities in Hong Kong, 
and administrations are beginning to show signs of being sensitive to how their 
particular institutions are perceived by the wider community, particularly in terms of 





the hierarchy in the form of managers gently (and sometimes not so gently) pushing 
teachers to bolster their ICT skills. Some instructors mentioned they engaged partly 
because of this same sort of pressure 
 
“[Alex] sent out this email and he specifically said well, you guys should do the 
BOLT course. So that was kinda like okay, so that, that uh, endorsement was 




While a fair number of interviewees mentioned action research in their responses, it was 
almost universally seen as something which falls almost entirely on the teachers' 
shoulders to plan, implement, and reflect on. In particular, one participant, Jason 
highlighted the time demands of action research, and how this was necessarily 
incompatible with their schedule. 
  
“I mean, action research for instance, um, you know, usually, you know, when-
when-when you identify a problem in class, you know, and you decided, you 
know, and you decided to do something about it, then it is often too late before 
the semester is over” (Jason, 11/02/2018, 10:14 PM) 
 
 
6.4.2 Informal professional development 
 
 
In stark contrast to the more formal types of PD mentioned above, there was an 
overwhelming level of support and admiration for the informal types of PD that teachers 
engage with on a daily basis. What was interesting was that this informal type of training 
did not only involve interpersonal activities, but also more solitary types of activities, and 
it revealed why teachers engaged in reading professional literature as well as more 
social PD, such as informal chats with colleagues.  
 
 
reading (professional) literature  
 
A couple of the interviewees reported engagement with reading professional literature 
and blogs, for example, in the field. This included journal articles, thesis, books, 






“I think reading is something that we don't often talk about, but that is the 
foundation of professional development” which can be done anywhere, anytime 
together with other people, in special interest groups or in even talking alone” 
(Mary, 12/02/2018, 4:16 PM) 
 
Jason also mentioned that he gains inspiration from reading, but came at it from a 
different angle 
 
“Hmm. Um, I don't quite read a lot of journals, unless, for example, uh, they're 
like LinkedIn That there's an article platform, then I feel that-that I'm interested in 
that but only they're not quite academic, uh, articles. They're like, um, uh-uh-uh, 
some like magazine type of article, but they are more practical, yes, so I read” 
(Jason, 11/02/2018, 10:24 AM) 
 
Obvious in the above response is the interviewee's tacit acknowledgement that this is 
perceived as a less institutionally-valued form of PD. 
 
6.4.3 Institutional pressure 
 
Given the highly bureaucratic and hierarchical culture of education in Hong Kong, it was 
not surprising that this theme emerged among numerous interviewees. As mentioned 
above, PD, and participation therein, is an influential part of the teachers' evaluations 
and promotion considerations. It is only natural that this might cause anxiety, as a 
number of the participants articulated to me. 
 
lack of voice and autonomy  
 
Another important factor perceived as influential on PD engagement was the 
endorsement of senior people in making decisions for professional developments. 
Interviewees expressed discontent that they were expected to engage in professional 
development activities which reflected more the overall goal of the institutions or their 
centres rather than what they perceived their needs to be. This is illustrated in the 






“Nick (PD Committee chairman) asked us to enrol in the BOLT course as it would 
be beneficial for the Centre to have many participants but I have very little 
interest.” (Jonathan, 14/02/2018, 5:22 PM) 
 
Andrew also shared that he felt the institution had a set goal or each workshop / 
seminar EDC arranged, and they would not deviate or ask for input on what teachers 
wanted  
 
“… the downside is that um, I was hoping to learn a few more tech skills but they 
seemed to be a bit reluctant to do that. Like, I asked for more help on graphic 
design, those kinds of things, creating things, making videos but they seem to be 
a little reluctant to do that” (Andrew, 13/02/2018, 12:25 PM) 
top-down 
 
The annual appraisal (performance) evaluation was also seen as being very top-down 
where teachers are required to included extensive documentation of the PD activities 
they have participated in over the year, and which will be assessed. Several 
interviewees expressed  
 
“I think generally, you know we have the appraisal system and that's always a 
place where you can show your certificates for the-for PD work you've done” 
(Patrick, 18/02/2018, 11:18 AM) 
 
“Oh, I need to do this, this so I can show them my appraisal” (Joyce, 13/02/2018, 
10:40 AM) 
 
“And, you know, I hear people talking, "Oh, there's going to be restructuring in 
two years, you know, people are, you know-you gotta really boost your resume." 








These statements illustrate that teachers seem at times to attend PD activities not 
because they are curious to learn but because they need documents to include for 
evaluative purposes. 
 
To summarise, interviewees seem to find themselves in a very difficult situation, where 
the PD they are most engaged in is not the same type of PD that the institution values 
and rewards. While informal PD focused on sharing between colleagues and other 
interpersonal interactions was by far the form engaged in by most people, it is by nature 
much less quantifiable. After all, nobody is keeping notes on exactly how long they are 
chatting to colleagues during lunch breaks. 
 
6.5 RQ 2: What attitudes towards the different forms of professional 
development for ICT skills do these tertiary English teachers hold 
regarding their potential to enhance teaching? 
 
This particular question featured responses featuring a number of various reasons for 
English teachers’ attitudes towards various modes of PD in ICT for enhancing their 
teaching. Two main themes emerged from the findings and are collated in Table 6.2 that 




Themes and sub-themes/categories for RQ2 
 
No. Themes Sub-theme /categories N 
4 Instructor agency Attitudes and beliefs     9 
5 Motivations for participation  Freebies, continuous learning, 
pressure 
   10 
 
6.5.1 Instructor agency  
 
In any discussion of changes implemented in a top-down manner, there is scope for 





their own pedagogical practices. It is therefore not unexpected that teachers would 
voice concerns related to this very tension. 
 
It was highlighted by numerous respondents that they felt a lack of choice and control in 
the forms and contexts of the PD provided by their institutions. Managers were the ones 
choosing not only the types of PD that would be offered, but also controlling the 
scheduling and agenda of these sessions. 
 
Among the PD arranged by institutions at large, interviewees reported that they found 
them to be inconsistent, and very much geared towards a general audience. This 
makes sense from an institutional perspective, as PD can be developed (ie, paid for) 
once and delivered numerous times to different members of the faculty. 
 
“I think it's a little bit of a mixed bag. Umm, let me think, the ones I've attended. 
They really have quite a range. I think they're very-they're professionally done, I 
really appreciate that. Umm, I'm trying to think of particularly of any ICT ones I 
went to. Umm, I guess just that they have such a wide audience, maybe the way 
it's presented isn't so useful sometimes- for our context” (Joyce, 13/02/2018, 
10:32 AM) 
 
Another interviewee, Philip, further highlighted  
 
“There were quite a few things that I would never use or have never used. Um, 
like the theory. I didn't find so useful reading things and then giving each other 
feedback” (Philip, 15/02/2018, 6:14 PM) 
 
Generally, the lack of agency in selecting the direction of PD, as well as its relative 
irrelevance, are experienced as a source of resentment and stress by teachers. As was 






“… because I’m an instructor… so I actually cannot really change, modify any of 
the layout, or add any of my own content freely in the system so it is not really 
useful” (Monica, 15/02/2018, 10:11 AM) 
 
A clear pattern emerged from the interviewees that they had little choice in the matter as 
Jason pointed out  
 
“teachers are strongly encouraged to attend PD in ICT. That's how things are.” 
(Jason, 11/02/2018, 10:32 AM) 
 
So, the value and relevance of these sessions remains questionable. Additionally, 
Jonathan and Jennifer both stressed that colleagues might feel pressure to attend these 
sessions, even though they are not useful  
 
Overall, there was a clear lack of teachers feeling like they actually had a say in the 
nature and focus of PD opportunities afforded them. The interviews revealed a real 
sense of resignation to an institutional mandate for something that they did see a very 
real need for, and that was presented in a unsuitable manner for their professional 
consumption 
 
6.5.2 Motivations for participation  
 
In terms of motivation, there were two primary trends which emerged (not including the 




When attending in-house events such as workshops, seminars and lunch-time sharing 
sessions, various freebies are often provided. Ted and Frank explain: 






“sandwich when we attend in-house event” (Frank, 14/02/2018, 10:43 AM) 
 
These two statements point to the possibility that teachers are not attending because 
they would like to learn something new, but instead because of the free food. However, 
this might not be a negative aspect as there is the possibility they will pick up some new 




A positive emergent trend was that several interviewees attended sessions because 
they wanted to learn and discover something new to rejuvenate their teaching practice. 
  
“practical, something I can incorporate right away” (Frank, 14/02/2018, 10:46 
AM) 
 
More specifically, they sought out sessions with a direct purpose that would add value 
to their classrooms.  
 
“Because I like using Clickers in the classroom and I feel like Kahoot is about 
getting a bit used too often, so the students are a bit bored with it. So I wanted to 
just see what other clickers are out there.” (Vivian, 19/02/2018, 3:32 PM) 
 
Hence, interviewees were curious to discover what others were doing and keeping 
themselves informed with new developments and perceived learning with a purpose to 
add value in terms of enhanced capabilities and practice. It also shows that when 
valuable and applicable sessions are available, the teachers are genuinely interested in 











Several interviewees expressed a concern that they felt pressure to keep abreast with 
the latest ICT and attend PD sessions as can be noted from the excerpts below 
 
“personally, I don’t feel pressured, but I have a feeling other people do” (Jason,  
11/02/2018, 10:35 AM) 
 
“So, um, personally I don't feel pressured but- I think maybe other people do.” 
(Jennifer, 11/02/2018, 2:51 PM) 
 
These types of indirect responses are not at all surprising in the cultural context of Hong 
Kong, especially when discussing things as sensitive as criticising one's institution. It is 
clear from these responses that the interviewees feel a significant amount of pressure 
from above. 
 
Apart from the very general and vague nature of the PD that is provided by their 
institutions, teachers are also unsatisfied with the very hierarchical nature of how this 
PD is determined and delivered. There is a definite sense of resentment and tension 
involving who is allowed to set the agenda for PD, as well as the sense of pressure to 
attend that teachers are under. 
  
6.6 RQ 3: What are these tertiary English teachers’ attitudes and beliefs about 
integrating ICT in their teaching? 
 
Respondents' answers regarding their attitudes and beliefs about integrating ICT in their 
teaching varied. Two main themes emerged, creating a complex picture of factors 
impacting teachers' attitudes and beliefs about integrating ICT in their teaching. These 









Themes and sub-themes/categories for RQ3 
No. Themes Sub-theme /categories N 
6 Integration Student engagement, Teacher engagement     12 
7 Teacher Skills Feeling overwhelmed by technology, computer skills, 
confidence  




This particular theme speaks to the potential for a mismatch between the potential of 
the technology and the practical aspect of melding it with an existing educational 
framework. While there is clearly a latent potential, as articulated in terms of benefits for 
students, there remains a gap between where teachers would like to be in terms of fully 
including ICT and where the realities of their time, skill level, and content are at present. 
 
student engagement  
 
A majority of interviewees who were favourable towards integrating ICT in their teaching 
cited student engagement as the predominant factor. In Asian culture and classrooms, it 
is often noted that students are unwilling to express themselves for a fear of losing face, 
and here the integration of ICT can be beneficial as noted by Mary  
 
“I think students are less hesitant to express their views. when they have to write 
uh, comments or feedback online and they can always have names. They, you 
know, they don't have to have their own name, they can have a pseudonym. So 
they are more expressive” (Mary, 12/02/2018, 4:21 PM) 
 
This is an excellent example of how ICT can not only augment, but completely reshape 
the practices that we, as educators engage in: students may be confident that 
responses are completely outside of the instructors' judgment, not just because the 






Other interviewees discussed that today’s students are already using their mobile 
devices, so we should meet them where they are and not remain stagnant in our 
teaching 
 
“students are more engaged with- because, uh-uh, one of the things is that-that 
they-they are using their iPhone, anyway. Like they-they do Whatsapp and they 
do everything, anyway. So, if I engage that to do something different and to use 
their iPhone in my- uh, for my class purposes, I find that it's more effective” 
(Philip, 15/02/2018, 6:25 PM) 
 
Among the ICT tools that emerged as the most popular with interviewees to engage 
students were Kahoot!, Padlet, and Google. One of the most common reasons given 
was related to the slick presentation of the application interface, as one Andrew 
described  
 
“Easy and at-attractive, but the Padlet I find is, yes, it's bright, it's attractive, it's 
easy for the students to be there” (Andrew, 13/02/2018, 12:36 PM) 
 
However, not everyone agreed that all of these new applications were useful. For 
instance, Patrick revealed he is not in favour of using Kahoot!, Padlet, or clickers with 
students.  
 
“Well, not really. I mean, everyone has their own preference. Some colleagues 
actually really like it, they find it more- they find it more engaging with their 
students. It's just my style” (Patrick, 18/02/2018, 11:26 AM) 
 
It is evident from the excerpts that integrating ICT with students can be particularly 
useful in this teaching context, and another interviewee, Mary, particularly singled out 
the ability of the technology to facilitate higher confidence by the students.  
 
“the benefits definitely are more student involvement. Uh, more opportunities for 





anonymous participation, um also, uh variety, uh convenience, um, yeah, those 
are the main ones” (Mary, 12/02/2018, 4:25 PM) 
 
teacher engagement  
 
Another trend which emerged in the interviews was that teachers felt they do not have 
enough time to entirely integrate ICT in their teaching and that their course material is 
not always suitable for such integration. 
 
“you have to think about it. It takes a bit of preparation time to integrate it too. 
Especially, you know if you try to, um, deliver a-a blend of learning lesson. I think 
that requires even more thinking. There's always a risk of students not doing their 
work. coming to class unprepared. You have to have time [sic] for these kind of 
things” (Monica, 15/02/2018, 10:24 AM) 
 
This interviewee clearly addressed the reality that as much prep time as traditional 
teaching takes (lesson plan, learning objectives, materials creation, etc), incorporating 
ICT into the lesson adds an extra overhead in terms of both planning and technical 
sophistication. 
 
Also, Jonathan pointed out that English is not something complex which requires ICT 
 
“And with our teaching, um, in terms of English language it’s not as we’re looking 
at something very complex. We’re looking at something very simple and – there’s 
not a lot ….The only part ICT is I could ask them to type up their written work on 
the computer, and show it through the computer, that’s it.“ (Jonathan, 
14/02/2018, 5:33 PM) 
 
This point of view makes it evident that this particular instructor is only engaging with 
ICT in a very cursory way, using it as a technological version of traditional classroom 
materials and methods. It manifests as a side-effect of the poor training provided (when 





Another interviewee, Jason, expressed concern as to what actually constitutes ICT and 
when asked how much he integrates ICT replied 
 
“not that much to be honest. Um, I used to use ICT more in the past. it's just the 
course content, um, I guess, um, is the main problem because we got too much 
to cover and, um-- well I mean, by using ICT, I don't know whether you mean, 
you know, using it meaningfully or using it as a storage system. You know, I 
would upload PowerPoint, uh, slides Word files on-on blackboards But, it's not 
really using ICT in my view” (Jason, 11/02/2018, 10:49 AM) 
 
Rather than stating anything implicitly, this particular teacher gets right at the heart of 
the issue, declaring outright that he had only engaged with ICT as a conduit for course 
content, not as an actual pedagogical medium. 
 
Another trend which emerged in the interviews was that teachers are uncertain if 
students are actually doing what they are meant to be doing on the computers.  
 
“they are all sitting with their laptops and typing, how do I know that they are 
actually taking notes and not chatting with their friends” (Jonathan, 14/02/2018, 
5:40 PM) 
 
Time was another emergent trend when discussing integration of ICT with the 
interviewees. Several of them expressed it tends to be time-consuming  
 
“one of them is just, depending on the classroom your are in, it can take like 10 
minutes just to kind of get everything powered up and the computers are old and-
and that kind of thing. So, it-it takes--it can kinda get you out-out of your rhythm a 
bit, and I feel like you need to really stay on top of that with the students. Um, I 
think there's the potential for distraction but I don't see that as a big problem” 






“…because people are so busy these days” (Jennifer, 11/02/2018, 2:50 PM) 
 
 “I think time is tight this year case I’m new staff” (Ted, 12/02/2018, 9:02 AM) 
 
“I haven’t joined the community of practice, the technology enabled, I just don’t 
have the time” (Frank, 14/12/2018, 10:41 AM) 
 
Other teachers replied that they prefer traditional teaching methods as can be illustrated 
by the following extracts 
 
“I still very much rely on conventional methods I do like my pen and paper. 
Unless something was absolutely necessary, I'm not eager to try out the next 
technical gimmick“ (Monica 15/02/2018, 10:41 AM) 
 
“I'm too lazy to that.” (Ted, 12/02/2018, 9:23 PM) 
 
These two particular interviewees, Monica and Ted, gave the impression that they also 
were not the beneficiaries of competent ICT training, and so in light of that context, it is 
not surprising that they would choose to rely more on tried and true methods that don't 
impose additional requirements of time, effort, or technical know-how. 
 
6.6.2 Teacher skills 
 
Teachers expressed frustrations with the need to incorporate ICT all at once, and 
moreover felt their ability to improve their current skill levels inadequate to keep pace 
with advances. On the other hand, it may be said that confidence is a sort of emotional 
skill, and the teachers displayed this in large supply. 
feeling overwhelmed 
  
When asked what, if any, skills a teacher would need to integrate ICT in their classes 






“So for our business courses, the Flipped classroom-- it's based on the Flipped 
classroom model. So um, all of us have Google classrooms. Everything is on 
Google Drive. Students submit their assignments as well as their written work on 
Google Drive. We correct it and get feedback on Google Drive. online as well. 
Yeah, so uh, this is probably yeah, the course that requires the maximum use of 
ICT” (Andrew, 13/02/2018, 12:47 PM) 
 
This was a very common theme in responses, arising often as a sense of resignation 
amongst interviewees, and those who felt that ICT was being imposed on them against 
their will were even less willing to make an honest effort at incorporating it than those 
who merely lacked the requisite training and technical ability.  
 
“I think you do need to have a few skills. Like some of our colleagues don't have 
those skills- which is why they don't use it” (Joyce, 13/02/2018, 10:33 AM) 
 
Similarly, the preceding excerpt shows a clear perspective that one of the main 
impediments is a skill gap, and not necessarily a lack of willingness or initiative on the 




Two interviewees indicated that they spend quite a lot of effort to stay informed about 
emerging technology available in their profession. As Philip and Jennifer shared their 
views that  
 
“You have to have computer knowledge, and constantly update your skills”  
(Philip, 15/02/2018, 6:36 PM) 
and 
“There is always something new I always play catch-up and it is stressful” 






This feeling of always having to expend a high amount of energy to even stay at an 
average level in terms of skills is surely a drain on teacher morale. That, combined with 
a lack of time in which to do so, as highlighted by numerous interviewees, is a very high 
barrier indeed. 
 
Additionally, as one interviewee, Monica, reveals, when discussing if teachers might 
have any challenges keeping up with the latest technology  
 
“Yeah, you have to know how to navigate a computer without-- You know if you 
have problem using basic window applications, then I think you will have a very 
hard time using ICT. And if you are- if you have a lot of problems switching 
between for example Android phones and iOS phones then you're gonna have a 
problem.” (Monica, 15/02/2018, 10:31 AM) 
 
Hence, receiving appropriate and motivating training in updating their computer and 
software skills was seen as a crucial factor in integrating ICT in their classes.  
 
confidence to teach 
 
Another emergent theme in the interviewees was confidence, to not be afraid of looking 
inept in front of the students, or lose face in front of them. This is an extremely serious 
threat in the eyes of the local culture, and the shortcomings in teachers’ skills and 
abilities, as highlighted above, make this threat very real. 
 
“My philosophy has always been, I'm just gonna do the best I can and if it's not 
good enough they can fire me. [chuckles] Whereas other people are a little bit 
more like calculating and won’t do it because student might think they not good at 






This is an important point, as it directly relates to how interviewees believe students and 
society see their profession. It seems a lack of ability, both on the part of students as 
well as the wider societal mindset, to avoid generalising knowledge in the teaching 
domain to knowledge in every domain. 
 
In many ways, the particular cultural context in Hong Kong may be ill-suited for the 
introduction of a technologically advanced pedagogy to groups of teachers who have 
been trained their entire professional lives, not to mention throughout their own 
education, to venerate traditional pedagogical methods. 
 
On the other hand, several interviewees took a more optimistic stance and mentioned 
the importance of keeping an open mindset, as the following interviewees related 
 
“I think it's open-mindedness. I still have to be very open-minded with everything. 
Because I think that-that-that everything is changing every day. So, I have to be 
open-minded. E-even though I think I have been kind of like a pioneer to do 
everything, to try out everything already, but I have to be kind of open-minded to 
new things.” (Mary, 12/18/2018, 4:34 PM) 
 
“I think I should need to push my boundaries and let go of more control” 
(Jennifer, 11/02/2018, 3:02 PM) 
 
To summarise then, among the respondents the most significant reason for integrating 
ICT with their students was that it would better engage them and engender a safe 
environment for exploration and the chance for non-evaluated self-expression.  
 
Overall, clear trends emerged that teachers saw a benefit for students in terms of more 
engagement via ICT means. There was a view that it enabled them to participate more 
in a way that was non-threatening, and in which they were able to feel secure about 






On the other hand, it was very encouraging to see many interviewees express 
confidence in their abilities to engage more fully with this ICT, despite the challenges 
they face in this regard. 
 
6.7 RQ 4: To what extent do these tertiary English teachers perceive the 
usefulness of professional development activities and the effect of the 
perception on their belief in integrating ICT in teaching? 
 
Among the factors identified in how teachers perceive the usefulness of PD activities 
and the effect of these on their attitudes and beliefs in integrating ICT in their teaching, 
practical application and PD interactivity were the two main themes. These two main 
themes and their sub-themes / categories are reported in Table 6.4 and will be further 
elaborated below.  
 
Table 6.4 
Themes and sub-themes/categories for RQ4 
No. Themes Sub-theme /categories N 
8 Practical Application discussing with colleagues        11 
9 PD Interactivity practical experience        11 
 
6.7.1 Practical application 
  
Returning to a common macro-theme in the interviews, one very prominent method of 
learning new skills in ICT which received praise from almost all participants was being 
informally shown how to use the technology by valued others, most often their own 
colleagues. 
 
There was also a clear tendency for teachers to perceive conversations and discussions 
they had informally among themselves as a source of PD. This was highlighted by 






“asking Dennis [colleague]. [laugh]like the simple idea Dennis had of using the 
OneDrive folder with the tiny URL with his students. It never would have occurred 
to me.” (Joyce, 13/02/2018, 10:33 PM) 
 
“I do rely on other people kind of for ideas and to maybe to come and show me a 
little bit how you do it.” (Ted, 12/02/2018, 9:21 AM) 
 
Interviewees were very candid in their comfort with being shown things directly by their 
colleagues. In fact, it is striking that only positive comments were connected to this 
particular discussion topic. Additionally, this sort of sharing seemed of very practical and 
tangible benefit to the interviewees. 
 
“if someone has implemented maybe, for example, uh, we go together to a 
conference, we listen to the same- I mean, we attend the same seminar, we are 
interested, and we both implement the same thing, then that dialogue will be 
meaningful” (Andrew, 13/02/2018, 12:30 PM) 
 
Interviewees were very explicit in their understanding of their own learning styles, and 
that they were very comfortable with seeing ICT use modeled appropriately by peers. 
The prevalent trend among the majority of interviewee was that participating in hands-
on training was something they sought out as it was how they learned. As Andrew 
explained  
 
“I always advocate. this kind of thing, like a hands-on workshop. that you- maybe 
it's just a computer lab or maybe it's a place you-you go there and-and do 
something. And that's how I can learn something” (Andrew, 13/02/2018, 12:43 
PM) 
Hence, it was common for interviewees to seek out colleagues informally to chat about 







6.7.2 PD interactivity 
 
It was a common strand running through interviewees' mentions of their time spent in 
presentations on how to incorporate ICT that presenters simply presented them with 
knowledge rather than actual practical examples, let alone hands on training. Although 
some teachers endeavoured to engage their own students with practical experience in 
these tools, the PD they received did not always follow suit. 
 
When asked how they prefer to integrate ICT with their students, several interviewees 
mentioned they like to show the students how to actually use something 
“Um, I’ve also used uh, I use a website of my own for just posting my 
expectations, my rules, uh, little bit about myself. So it’s kind of having a 
PowerPoint as a website, so the kids can always go to the website and just kinda 
when they have their free time, they can kind of look at some of the things I’ve 
written. They’re beginning to ask me stuff about stuff like, “Oh, why'd you write 
that?” “What does this mean?” Right, right so it kinda builds up the interaction 
how much you know about…” (Ted, 12/02/2018, 9:29 AM) 
 
This shows that instructors are utilising ICT for its ability to engage the students 
indirectly, pulling them into a more traditional-style interaction, but triggered by 
something they experienced in an ICT medium. 
 
“just navigating how to use announcement, how to put on the course material, 
the content, different ways of doing it, the advantages of posting a folder.” 
(Jennifer, 11/02/2018, 3:08 PM) 
 
Other interviewees pointed out that some situations actually do benefit from presenting 
information via an ICT format as opposed to a traditional paper-based approach. This is 






“the students see a page of paper with text written on it and they just fall asleep” 
(Joyce, 13/02/2018, 10:31 AM) 
 
In the interviews, certain expectations of teachers came to light: that they are expected 
to acquire skills for teaching their subjects successfully using new technology and 
software their institution had invested in. However, a few of them were disappointed and 
disillusioned with the training sessions offered, as Philip said  
 
“the trainer was going at such a rapid speed, and assumed I had all of this 
knowledge already, I couldn’t follow and just gave up” (Philip, 15/02/2018, 6:40 
PM) 
This also supports the point made by Ted who had become ever more cynical 
throughout the training process  
 
“Basically, he's talking to himself into a microphone. You know there's only four 
people in a room/ and no eye contact, nothing at all. So, it was just a waste of 
time. So I never do it.” (Ted, 12/02/2018, 9:42 AM) 
 
To summarise, the responses to this particular research question almost exactly echoed 
what has preceded it in the other questions; namely, that teachers favour informal 
sharing of experiences with colleagues and tend to hold negative opinions of the more 
formal PD activities. As respondents mentioned, this informal collaboration affords the 
ability to interact in a human way with their peers and allows them to fully engage with 
the skills they are attempting to learn. 
 
6.8 Summary  
 
In this chapter, the data collected during the semi-structured interviews has been 
presented and analysed with attention towards the four principal research questions. I 
have analysed the reasons why teachers have engaged in certain professional 





teachers’ attitudes and beliefs towards various modes of professional development in 
ICT skills for enhancing their teaching. In the chapter to follow, I turn to a wider 
discussion of these findings within the context of the particular teaching situation it is 





































With an ability to view the data, both from interviews and questionnaires, side by side 
with the literature, it is now possible to gain a much fuller view of the situation facing 
tertiary-level institutions in Hong Kong and their English language teachers as regards 
PD in ICT. Further, this enables us to begin addressing the research questions in more 
depth. As a reminder, the research questions are as follows: 
 
1. What professional development activities have the Hong Kong tertiary English  
teachers studied in this research engaged in to develop their ICT skills?  
2. What attitudes towards the different forms of professional development for ICT 
skills do these tertiary English teachers hold regarding their potential to enhance 
teaching? 
3. What are these English teachers' attitudes and beliefs about integrating ICT in 
their teaching? 
4. To what extent do these English teachers perceive the usefulness of professional 
development activities and the effect of the perception on their beliefs in 
integrating ICT in teaching?  
 
Both phases of the data collection addressed each research question, and broad 
themes emerged, as will be discussed below. With an appeal to the previously 
presented body of research literature surrounding this topic, the following discussion will 
seek to ground the present findings in a meaningful context, Hong Kong and beyond, as 
well as suggest data-driven proposals for further work and development in the area. The 








7.2 Research questions and findings 
 
The context of English language teaching at Hong Kong's tertiary institutions is as 
unique as it is complex, and the present work is therefore necessarily abbreviated in 
some sense. What is clear, however, is that PD continues to be a strong component of 
both the institutional culture at these institutions, as well as central to the personal and 
professional identities of these teachers. It is clear from the literature that these 
identities are emergent and constantly negotiated through interpersonal actions and 
lived experience. This is the reason why it was so important to collect authentic 
testimonials from these teachers in the course of compiling the present work. 
 
There are some challenges to this, though also very encouraging preliminary results 
which emerged from the data, as will be discussed below. Most notably are the themes 
of positive collaboration and communication, as well as clear areas in which the 
universities themselves might update policies to reflect the current state of best practice 
in this area.  
 
Although the findings must be considered with reference to the context in which the data 
was collected, they help us conceptualise the pedagogy around TESOL and technology 
professional development at tertiary institutions in Hong Kong.   
 
In the following section, each of the research questions will be dealt with in turn to 
demonstrate how this study has advanced our understanding of teachers’ PD practices 
and involve an analysis of the data and relevant themes from the literature, followed by 











7.3 RQ 1: What professional development activities have the Hong Kong  
           tertiary English teachers studied in this research engaged in to develop  
           their ICT skills?  
 
The first research question established the frequency of engagement in professional 
development in ICT skills these English teachers have experienced during their 
professional careers. The data findings from the questionnaire and the semi-structured 
interviews revealed that participants preferred to engage in certain professional 
development modes over others. 
 
While it is unsurprising that the teachers are presented with and able to engage in a 
wide range of PD activities, as has been confirmed in earlier studies (Blank, de las & 
Smith, 2007; Knight 2007; Vanassche & Kelchtermans, 2014; Desimone & Garet, 2015; 
Darling-Hammond, 2017), what is notable from the questionnaire results is that there is 
a clear preference for collaborative sharing with colleagues. Participants shared during 
the interviews that they felt a sense of belonging in their own peer groups, Hong Kong 
English language teachers,  and in stark contrast to presenting at conferences in 
unfamiliar settings, their sense of personal identity compelled them to engage most 
frequently in this type of PD (Prestridge & Tondeur, 2015; Tondeur, et al., 2016). 
 
It is not therefore surprising that this PD would form an integral part of the teachers' 
shared lived experience, as argued by Heisey (2001), Mead (1934) and Wilkins (2011), 
and hence lead to high engagement.  
 
Teachers also shared their feelings related to action research, an activity which is 
usually situated in discussions of TESOL best practice, but which was infrequently 
engaged in. This particular form of PD consistently ranked at the bottom across all 
teacher responses. The reasons for this were well highlighted in the interviews, as 
respondents made very clear their time and energy constraints. What is also notable, 
however, in regard to the relevant body of literature, is that this activity might be out of 





concerned with the organising of everything as that felt a solitary burden. This form of 
PD is advocated strongly by the management at these universities, though the extent to 
which the teachers themselves see a value in it, whether in terms of PD or pedagogical 
outcomes, is problematic, which is in line with previous research by authors such as 
Evans (2011).  
 
There are clear themes reflected in both the data and the literature in that they posit as 
counterparts the formal and informal modes of PD. There is a clear imperative for 
teachers to fulfill their institutionally mandated requirements, and this seems not to be 
entirely unwelcome as an outlet for their energies; though, the more informal types of 
PD were overwhelmingly favoured by the respondents. There was also a clear 
acknowledgement that there does exist a significant amount of institutional pressure on 
teachers in the PD arena (McMillan et al., 2016.), coupled with a lack of agency in 
directing the goals and activities of the same.  
 
There is an indication of a traditional model of professional development activities where 
teachers are expected to attend sessions on topics selected by administrations, as 
discussed by Sandholtz (2002) and Darling-Hammond (2017) and where teachers are 
almost viewed as passive recipients, as demonstrated by Day and Sachs (2004). 
Moreover, that teachers lack agency in directing their own pedagogical goals is 
problematic, and stands in contrast to other studies which show that professional 
development activities should be focused around the knowledge, beliefs and praxis of 
teachers, which is broadly in line with findings of Opfer and Pedder (2011) and echoed 
by Patton, Parker and Tannehill (2015). 
 
The primary sub-themes that emerged in this research question were sharing good 
teaching practice, reading professional literature, attending teaching conferences and 
action research in their own classrooms. 
 
Sharing good teaching practice was very important to almost every participant, and as 





all the responses from the interviewees, and was obviously a large part of the 
institutional experience of all participants. On the other hand, reading professional 
literature was something that many of the teachers engaged in individually, rather than 
at the direction of their institutions. Often, however, they took the opportunity to discuss 
what they had read in collaboration with others, and this was an equally important 
experience in interviewees’ professional lives, and was a clear example of a sub-theme. 
Attending conferences was also something, as mentioned previously, that galvanised 
participants, both as a positive and negative experience. It was something that they 
often did not enjoy, for reasons of institutional pressure and poor quality of 
presentations, but on the other hand was something they looked forward to based on 
the opportunity to travel and interact with other colleagues. Lastly, action research 
emerged as a potentially highly beneficial PD activity, but which was considered 
completely impractical for various reasons. It was identified as one of the modes of PD 
to have the highest theoretical value, and interviewees did express a desire to engage 
in it, though for various reasons found it infeasible, and as such it comprised a separate 
sub-theme. 
 
7.3.1 Sharing good teaching practice 
  
This study has clarified that sharing good teaching practice (e.g. mentoring, informal 
dialogues, lesson planning, peer observation) was the PD mode teachers participated 
the most in. This is generally in line with previous research which found collaboration 
among equals to be a key factor for successful professional development (de Laat & 
Schreurs, 2013; Eraut, 2011; Baran & Correia, 2014; Tondeur, et al., 2016; Prestridge & 
Tondeur, 2015; Appova & Arbaugh, 2018). This is not at all unexpected, as it has 
always been my experience that although the universities in Hong Kong do set aside 
budgets for more formal PD activities such as workshops and conferences, there are 
two primary motivating factors that tend to depress active participation in these.  
 
Firstly, TESOL teachers in Hong Kong tend to be very heavily committed in terms of 





extracurricular activities, they just do not feel they have the time or energy to join, and 
this seems to echo previous studies carried out (Borko, 2004; Blackmore & Blackwell, 
2006; Dede et al., 2009; Vrasidas, 2015).  
 
Secondly, this may imply the cultural context is such that the vast majority of teachers 
seek out and feel much more comfortable engaging in PD that leverages the power of 
close interpersonal relationships, as shown by Kyndt et al. (2016). It is possibly for 
these two reasons that teachers overwhelmingly favour engaging in sharing 
professional ideas and activities with trusted others, as will be explored and discussed 
in further detail below. 
 
7.3.2 Reading professional literature  
 
Turning to activities that fell into a similarly predictable pattern, it emerged that reading 
professional literature in the field of English language pedagogy and technology was 
something respondents engaged in frequently over their careers.  
 
In contrast to potentially face-threatening encounters such as those likely to be 
encountered at conferences and workshops, reading literature is something that may be 
done in the comfort and privacy of one’s own office or home. As a further added 
advantage to this form of PD, it is often the case that instructors combine this with 
informal sharing among colleagues, as discussed above, and mentioned in a number of 
the interview responses.  
 
7.3.3 Attending conferences  
 
This study provides evidence to suggest that though respondents enjoy attending 
English language teaching and research conferences, workshops, seminars or courses 
in ICT skills, pressure to attend and collect certificates for their annual appraisal means 
they attend simply to tick a box. In line with other studies (Teräs, 2016) teachers seem 





terms of what the institution values and rewards. However, many respondents 
expressed insufficient funding to attend overseas conferences and had to self-finance 
overseas conference presentation and this form of PD was considered off-putting even 
though they realised the benefits of it.  
 
Put differently, respondents felt they had no choice but to attend overseas conferences 
(e.g. TESOL, IATEFL, and others focused on English language teaching), particularly 
as they were seen as not only institutionally sanctioned events, but often times implicitly 
mandated by superiors, as discussed above. Further, the outcome both from an 
institutional point of view, as well as clearly articulated by the teachers themselves, was 
their mere presence, rather than any sort of pedagogical transformational change 
engendered in their classroom teaching by their attendance and/or presentation there. 
 
7.3.4 Action research  
 
The second such professional development mode which was not frequently used was 
conducting action research into ICT skills. This is also entirely expected, given that it not 
only must be planned, carried out and evaluated on the teacher's own time, but that the 
results of this action research are not typically suitable for submission for publication, 
which is something Hong Kong tertiary institutions are strongly encouraging. Therefore, 
despite the high potential for reflective practice afforded by action research, it tends to 
be seen as something over and above what the instructors are already responsible for 




As a general trend in response to the first research question, there was a clear 
preference for informal, collaborative, interpersonal types of PD over the formal, solitary, 
isolated forms. The wide body of literature contains numerous examples supporting that 
the human aspects of PD are those which are necessarily more engaging, such as the 






It is a bit challenging to control for the consequences of institutional pressure since this 
PD is, to some extent, mandated as an employment requirement, so we cannot 
ascertain if every teacher would still take part even if it were 100% their choice. It is 
therefore not possible in the present study to determine whether English language 
teachers would still engage in any PD at all in the absence of such pressure. 
 
7.4 RQ2: What attitudes towards the different forms of professional 
development for ICT skills do these tertiary English teachers hold 
regarding their potential to enhance teaching? 
 
The second research question was primarily interested in uncovering a more subjective 
measurement, teacher attitudes and perceptions, such that it might be used to craft a 
more comprehensive and nuanced view with respect to the first research question.  
 
The data from both the questionnaire and the interviews demonstrated very similar 
trends to the first research question, as will be further discussed below. The teachers 
were clear in their preference for sharing good teaching practice with their peers, and 
they also exhibited very positive perceptions of participating in learning activities 
involving a heavy interpersonal aspect and social interaction with other teachers. One 
interesting result was that attending conferences and similar events scored almost as 
highly as taking part in an interpersonal network, and the implications of that will be 
explored in the following section. 
 
The distinction between participation in a network and attending conferences (and 
similar events) is a bit more difficult to unravel. In view of the answers to the previous 
research question, in which respondents clearly expressed a low interest in participation 
at conferences, it may in fact be the case that they very much would like to attend, but 
perhaps there is a cost constraint that prevents them from doing so. As mentioned by 





professional development and attending overseas conferences such as the annual 
TESOL convention or IATEFL might not be possible due to financial constraints.  
 
Similarly, low ratings were recorded for “reading professional literature” and “action 
research”, and one may conclude that, at least in terms of action research, it was 
deemed less beneficial for the reasons provided in the previous section. That leaves us 
to explain only “reading professional literature”, though it is also reasonable to assume 
that for many teachers, this suffers from similar issues regarding time constraints. The 
professional literature is often geared more towards theory than practice, and in the 
absence of any simple activities that instructors can readily deploy towards their 
practice, this literature may prove of limited use to them. 
 
Further, and as will be highlighted below in the interview section, a vast majority of the 
teachers may prefer to focus on the practical aspects of teaching, especially in regard to 
integration of ICT. It is a shortcoming of the particular survey question that no possible 
discrimination can be drawn between literature focused on theory, versus that focused 
on practical application, and it is a direction for future study to investigate teachers' 
preferences across these two distinct types of professional literature. 
 
In the context of the above discussion, it is very interesting to see the following themes 
emerge from the data; namely, instructor agency and motivations for participation. 
Instructor agency cut across the different responses from various interviewees, and was 
a very important issue for multiple participants. Motivations for participation also played 
a large role in the responses of numerous interviewees, and as such merits its own sub-
theme. 
 
7.4.1 Instructor agency 
 
Overwhelmingly, and particularly in Hong Kong, institutions tend to be the arbiters of all 
policy related to PD. This was discussed at length in Chapter 2, and so it was expected 





tend to view PD as a means to increase the professionalism of the teachers, as seen in 
the work of Czerniawski, Gubereman, and MacPhail (2017), there is little attention to 
exactly how this is accomplished. 
 
As discussed earlier in this section, it is a bit problematic to make substantiated claims 
regarding the effect of institutional pressure on the specific findings. While it is clear that 
teachers seem to express a preference for activities that lack a very strong institutional 
component, such as sharing teaching practice and participating in a network of other 
teachers, it is unclear the extent to which this is a causal relationship. This is a clear 
area of need in future research on this topic. 
 
The basic concept of teachers’ agency focuses on the importance of PD as a process in 
which teachers’ knowledge and beliefs are updated in their context of work (Tondeur et 
al. 2016b). Thus, in terms of ICT integration in the English language classroom it is 
problematic that teachers are not seen as being in control and partly unable to shape 
their self-identified needs of PD in technology.  Teachers feel an acute lack of 
involvement in the process of ICT planning at their institutions. 
 
As was mentioned by numerous participants, they experience institutional pressure to 
participate in PD, and more specifically this pressure is leveraged against particular 
forms of PD, presumably since they benefit the university. Furthermore, the teachers 
themselves are unable to influence the direction of policy as regards PD, a fact which 
has been argued to negatively impact PD outcomes, as expressed by scholars such as 
Opfer and Pedder (2011) and Tondeur et al. (2016). 
 
7.4.2 Motivations for participation 
 
While multiple different motivations for participation were found among all respondents, 
the most prominent among these were completely extrinsic to the PD itself. It seems 
clear that the instructors are committed to continuing their own professional 





education. What is less clear is the extent to which externally mandated PD might be 
compatible with this drive and help teachers to make technology an integral and 
mainstream component of the course delivery. 
 
Conversely, participation was also motivated not purely by rewards, but by externally-
directed pressure from institutional figures. Numerous interviewees described emails 
and other forms of communication from superiors featuring implicit pressure to attend 
institutionally prescribed PD sessions. These sessions were often not representative of 
the learning context in which the teachers were involved in their actual classrooms. 
Instead, they predominantly focused on what the universities considered to be effective 
use of technology in the classrooms.  
 
To keep up with the trends of best practice in ICT, teachers need constantly to learn 
and relearn as devices and applications evolve. This was evident in the interviews as 
teachers sought out new software to use with their students, and where others found it 
overwhelming with the numerous options available and how to actually incorporate it in 




Overall, it seems that motivation, both from the viewpoint of teachers as well as 
institutions, could be much more closely aligned. The instructors are interested in 
developing as professionals, and new competencies are quite germane to implementing 
ICT in the classrooms (Hubbard, 2018; Son, 2014) and the institutions have a stake in 
exactly this kind of continual improvement. Moreover, it is clear both from the present 
data as well as the literature that the PD, especially that focused on ICT, is lacking in 
incorporation of viewpoints and direction from actual teachers, as indicated in the 
results of Borko (2004), Timperley and Alton-Lee (2008) and Liao et al. (2017). To 
prepare teachers for the increased interactivity and mobility that ICT brings to language 
classrooms (Kessler & Hubbard, 2018) we need to ask teachers about their pedagogic 





7.5 RQ 3: What are these tertiary English teachers’ attitudes and beliefs about 
integrating ICT in their teaching? 
 
This particular research question was characterised by polarised approaches to the very 
notion of ICT in the classroom. The predominantly positive attitudes were mostly 
regarding the potential for technology to assist the teachers and their students in 
achieving the educational outcomes of the coursework. However, the negative 
responses were thematically grouped around apprehension of the unknown, the skill 
gaps of educators and the time constraints of developing these new skills. 
 
Encouragingly, similar themes emerged in responses in terms of preferred methods of 
informal PD, and this is perhaps an avenue for further exploration in future research. 
Several interviewees expressed very positive attitudes towards collaborating with 
colleagues in sharing skills and advancing their knowledge of ICT capabilities. As with 
the two previous research questions, this one clearly highlighted that teachers do, in 
fact, possess an internal drive and desire to enhance their own professional skills. 
 
In terms of sub-themes, the two most salient ones were integration and teacher skills. 
Integration was something that was mentioned very frequently across numerous 
respondents, and was also something that was on the minds of multiple interviewees. 
Otherwise, teacher skills were also something that jumped out as necessitating 
particular focus. The responses clustered around whether teachers have adequate skills 




The teachers very clearly brought the theme of integration of technology to their 
classrooms, both in terms of the students' engagement as well as their own, to the fore. 
This was an important finding, as universities have designed classrooms to encourage 
active learning and enable collaboration between teacher(s) and student as well as 





technology to enhance educational outcomes in teaching language skills and 
knowledge in the classroom, both directly and indirectly. This is a particularly pertinent 
finding as the majority of the courses in Hong Kong consist of digital teaching material, 
pre-packed lesson plans with online activities which blurs the physical and virtual 
contexts. 
 
There was a consensus that the students in Hong Kong overwhelmingly expect more 
ICT in the classroom, and further, that they are predisposed to interacting with learning 
content in English through digital media. It was very much felt that the teachers wanted 
to meet the students halfway, rather than continue with a very top-down approach to the 
classroom pedagogy which has traditionally been the norm. This correlates with 
previous studies where teachers continue to learn to adjust to changes in the society, 
with a concurrent impact upon the teaching profession (Vangrieken et al., 2017; 
Grosemans, et al., 2015).  
 
Moreover, the teachers themselves described feelings of elevated engagement when 
utilising ICT methods and materials in their language classrooms. Multiple respondents 
mentioned the way in which it allowed them to accomplish common tasks in a more 
efficient and repeatable way and gave examples of how students can connect their own 
devices (tablets, smartphones, laptops) directly to the MoCoWs  for group collaboration 
and presentation intended to encourage authentic English language learning, and 
especially that it conveyed a satisfying sense of identity as a modern professional. 
 
English language teaching at the tertiary level in Hong Kong can, depending on the 
course, still be seen as an example of a “transmission” approach to learning due to the 
large number of students in one class; however, language teaching is a mode of 
communication and teachers should be encouraged to consider how technology might 
be fit their teaching context (Li, 2017). For example, teachers should be the ones to 
select, evaluate, and integrate the ICT tools with the language content in their own 
classrooms rather than a more top-down approach. Taking into consideration that in the 





less directed, so teachers need to have a good foundation of what works and not in their 
teaching.  
 
7.5.2 Teacher skills 
 
The responses clustering around the theme of skills were a bit more mixed. Among 
these, a sense of struggling with the new types of skills such as using the various 
functions (blogs, wikis, breakout groups) of the Virtual Learning Environments (VLE) to 
support their courses demanded by integration of ICT in the classroom was evident, 
which has also been highlighted in the literature (e.g. Avidov-Ungar & Forkosh-Baruch 
2018; Tondeur et al., 2016). Various respondents expressed a strong desire to increase 
their level of pedagogical skill and facility with ICT, though lacked a clear idea of where 
to begin. What is needed in the Hong Kong context is PD targeting small, incremental, 
manageable steps the teachers would be able to take themselves, with a reasonable 
amount of institutional support. English language teachers’ pedagogical abilities with 
ICT and their skills form a fundamental aspect of effective integration of ICT in their 
classrooms to teach the English language (Hubbard, 2018; Son, 2014).   
 
Teachers were motivated to incorporate technology in their classrooms, but as the 
interviewees revealed they can also be easily de-motivated when technology works not 
as expected, or even at all, and lose face in front of their students. Tertiary institutions in 
Hong Kong are moving an increasing number of courses or parts of courses online, 
leading to less classroom teaching on a course and more self-directed learning taking 
place on the VLE. Thus it is only natural that teachers become familiar with the plethora 
of technology – digital resources available for learning.  The effective integration of this 
aspect is contingent upon teachers use of the technology (Cabanatan 2003; Li, 2014).  
 
Professional development is stands as one of the most relevant methods through which 
to enhance teacher ability and attitude, and therefore training of these needs to be 
recurrent with a focus on both pedagogic and technical facets. Moreover, factors 





factored in when consideration the most effective method of applying technology to in-
class teaching (Li, 2018).  Professional development should include practical and 
realistic opportunities for use and integration in the language classroom (Eaton, 
Wagner, Hirashiki, & Ciancio, 2018). By doing so, TESOL teachers in Hong Kong and 
beyond can move past their comfort zones as they develop their kills, knowledge and 




This research question presented clear direction for improvement in the processes of 
institutions as regards PD in ICT in terms of the broad strokes necessary for 
improvement of what is currently being implemented. What is lacking, however, is a 
more fine-grained recommendation for just how these improvements might work in 
practice. 
 
Of note is the fact that there were very mixed reactions to the very concept of using ICT 
as an integral component in the classroom. It is not surprising, therefore, that there has 
not been overwhelming success at integrating this new classroom resource, given that 
teacher attitudes towards ICT itself have been shown to correlate with the success of 
the PD in the work of Prestridge (2012) and Sadaf, Newby, and Ertmer (2016). This is 
all the more pressing, particularly in the Hong Kong context, in light of Kessler’s (2018) 
findings that most features of English language teaching could benefit from some 
integration of technology in the classrooms. 
 
In particular, the Hong Kong context presents unique challenges to effective integration 
of ICT into the classroom. As mentioned previously, the education culture is rooted in 
traditional approaches of knowledge reproduction incorporating a clear preference for 
strict hierarchical structures and top-down control. What is lacking is administrators 
clarifying to the English language teachers the underlying reasons for adopting 
technology in their classes. This obviously has implications for the teacher-centricity of 
the classrooms, as some authors (Tondeur, Van Braak, Ertmer, and Ottenbreit-Leftwich, 





to teaching and views of technology as not important for today's classroom. Literature 
surrounding English language teaching has emphasised that for effective integration of 
ICT in language classrooms to occur teachers need to understand and embrace it in 
their own context (Healey, 2011). 
 
7.6 RQ 4: To what extent do these tertiary English teachers perceive the 
usefulness of professional development activities and the effect of the 
perception on their beliefs in integrating ICT in teaching?  
 
In turning to this final of the four research questions, very clear trends are emerging, in 
that not only do teachers engage the most in sharing good teaching practice, and not 
only do they rate it the most highly in terms of enhancing their teaching, but they also 
clearly perceive it to have the highest value for assisting them to integrate ICT in the 
classroom. This is a result similar to other studies reporting that collaboration between 
colleagues participating in a meaningful exchange of ideas and practice is highly 
beneficial in terms of the PD outcomes (Van den Bergh, Ros, & Beijaard, 2015; 
Desimone & Gareth, 2015; Kennedy, 2017; Prestridge & Tondeur, 2015) 
 
As has been mentioned in the discussion above (see: sections 5.2 and 5.5) teachers 
like sharing teaching practice and the institutions should capitalise on this and support it 
by giving teachers time and financial resources to do it more on work time. In contrast, 
few are conducting action research, so it is suggested that institutions stop compelling 
teachers to do this kind of PD. Instead, a focus on collaborative PD would be more 
positively received and lead to better outcomes. 
 
In terms of the final research question, practical application and PD interactivity loomed 
large in terms of the issues that teachers were interested in regarding this specific 
question. 
 
Practical application was something that interviewees were unanimously in support of. It 





with different aspects of ICT. As TESOL teachers are encouraged to guide their 
students in real-world usage, particularly in the context of communicative language 
instruction, it is not surprising that they would expect the same standard of authentic 
usage in their own PD. There was also a general dissatisfaction with the lack of very 
good resources for this in the existing ecosystem. 
 
PD interactivity was the final aspect that teachers seemed to agree was something that 
we should strive for. In the predominance of cases, it seemed teachers were not 
convinced that the majority of conferences and workshops offered actually conformed to 
this expectation, and it would be a very easy win to bring conferences in line with what 
teachers actually want. 
 
In English language teaching, ICT is today incorporated generally by most language 
teachers and learners (Healey, 2018), and teachers’ pedagogical abilities with ICT tools 
and their skills form a fundamental aspect of effective integration of ICT in their 
classrooms to teach the English language (Hubbard, 2018; Son, 2014).   
 
7.6.1 Practical application 
 
Attaining practical experience with the technology was something that numerous 
participants expressed a desire for. This is a positive finding as teachers’ openness to 
change influences their willingness to integrate technology in the classrooms.  The 
interview responses also showed that the majority of this practical experience came at 
the hands of their colleagues, and was organised informally. 
 
In opposition to the most common types of PD which feature predominantly knowledge-
based outcomes, as discussed by Korthagen (2017), what teachers are primarily 
interested in is PD focusing on application and practical outcomes using technology. 
This fits well with previous research by Almerich et al. (2016) and Albion et al. (2015), in 
that this type of PD would be much more holistic and contextualised in the human 






English language teachers need practical application training to operate new forms of 
ICT, but perhaps more importantly they need to see how this fits in so they can modify 
the way they teach. This is an important finding as Son and Windeatt (2017) put forward 
the argument that English language teaching today is seen as equal with the use of ICT 
as it provides multiple authentic language teaching and learning opportunities. 
 
English language teachers in the context of Hong Kong are very concerned about face 
as was evident in the findings, and are not willing to some extent to integrate technology 
into their language teaching if they do not feel confident and competent using it. A 
change of mindset is required so they realise it is acceptable to make mistakes, 
especially in terms of integrating technology in their classrooms.  
 
7.6.2   PD interactivity 
 
Existing PD in Hong Kong primarily focuses on teachers watching non-TESOL teachers 
present things, instead, what we need is for more workshop-type PD in which teachers 
are able to perform the same ICT-involved activities similar to how their students would 
experience it in the classroom (Ertmer et al., 2012). This may lead to successful 
integration of technology in the English language classrooms in Hong Kong as teachers 
are able to match existing activities to their pedagogical purpose and to evaluate such 
materials in the PD sessions (Hubbard, 2018; Son, 2014). 
 
Further, a focus on traditional styles of PD, where presenters transmit knowledge to 
participants is not anywhere near varied and contextualised enough to serve the needs 
of today's teachers. Any serious attempt at equipping these instructors for what is 
necessarily a highly varied and adaptive teaching environment using state of the art 
active learning classrooms, including Apple TVs and MoCoWs must itself be highly 
adaptive, as supported by the findings of Ward-Parsons, Winneur-Akrum and 
Morewood (2016) and Martin, Kragler, Quatroche and Bauserman (2014). In addition, 





integration of ICT in the TESOL classroom must be experienced and tinkered with, as 
found in the work of Baran, Correia, and Thompson (2011) and Comas-Quinn (2011), 
rather than merely read off of a page. Otherwise, TESOL teachers’ teaching practice will 




As stressed in the literature review, we are in a period of fundamental shift in the 
teaching profession as a whole. The need to incorporate ICT in English language 
teaching is no longer possible to ignore, alongside tertiary institutions moving part of, or 
even entire courses, online to save money, and the increasing demands on today's 
teachers to cope with integrating it into our classrooms. This comes along with a need 
to completely re-envision our entire approach to integrating ICT in the English language 
classroom, and several authors (Laurillard, 2016; Tsybulsky & Leven, 2017) have 
argued for the role of innovative PD at the forefront of this transition. 
 
Moreover, it has been posited that effective integration of ICT into teaching requires 
skills which many teachers have never had a chance to work on before, as noted by 
Gerbic (2011) and Tondeur et al. (2017). This is an obvious argument for a completely 
new approach to PD in ICT rather than more of the same. Similar conclusions have 
been reached by Alammary, Carbone, and Sheard (2015) regarding the additional 
demands on teachers to judge how best to blend the virtual and physical classrooms. 
 
It doesn't help that most PD is under-supported (Parker & Patton, 2017, Teräs, 2016) 
while teachers are being pressed to do more with less and take on more varied roles 
within their institutions (Blackmore & Blackwell, 2006). Worse yet, the PD that does 
exist has a tendency to be viewed as something other than a serious opportunity for 
professional growth and development (Appova & Arbaugh, 2018).  This correlates with 
previous studies which found that English language teachers often receive insufficient, 






To successfully integrate technology in the English classrooms at the tertiary institutions 
in Hong Kong, teachers must be exposed to and trained in the capabilities of technology 
to facilitate and increase aspects of language teaching.  
 
Thus, it is clear that current approaches to helping teachers integrate ICT in their 
classrooms more effectively is not itself very effective. However, there are encouraging 
themes and ideas emerging from the data regarding how this process may be enhanced 




























CHAPTER 8 – CONCLUSION 
 
8.1 Contributions to Knowledge 
 
No study can provide a conclusive understanding of pedagogical practice as complex 
as professional development which deals with the human factor on multiple layers. This 
study deals with two very large and nuanced areas: PD and ICT integration into the 
classroom. Building upon the work of previous researchers, as well as extending that 
work into novel contexts, my work has hopefully provided some small advancement in 
our understanding of the factors that influence teachers’ perceptions and beliefs, which 
in turn influence the effective integration of ICT into pedagogical practices 
 
The primary novel contribution of this thesis is in highlighting the issues surrounding PD 
in ICT in the tertiary level context in Hong Kong. This is, to my knowledge, the only 
study of its kind to examine these issues in this particular context. Hopefully, the 
contributions found in this thesis will help administrators, teachers and teacher-trainers 
to advance the professional development of tertiary English language teachers in Hong 
Kong and beyond. 
 
The study highlights the importance of professional development to English language 
teachers, which to some extent is directed by intrinsic motivation, and also clearly 
impacted by external factors. Informal collaboration remains a driving force behind 
much of the PD that these teachers engaged in, though they also clearly did so for 
reasons relating to pressure, both from their immediate managers and the wider 
institutions. The current study echoes the previous research that time is an important 
factor and should be taken into account when considering design of PD programmes for 
teachers. 
 
The study expanded our knowledge of teacher professional development. Little 
research existed targeting English teachers in tertiary education, much less this 
particular cohort in the context of Hong Kong. Further what little research there was 





adds both a previously missing focus on this particular group of educators, as well as a 
wider examination of the underlying attitudes and beliefs that clearly impact their ability 
to benefit from PD. 
 
The results of the study contributed to a body of evidence that informal, collaborative, 
interpersonal PD are preferred by teachers over larger sessions; and further, that they 
found these to be the most beneficial for enhancing their teaching and learning 
practices in integrating ICT in actual classroom teaching. In addition, this study solidified 
our understanding of the role of hands-on practice in the development of teachers’ 
abilities to utilise ICT. This hands-on practice was found to be richly expressed in social 
environments with valued others, particularly their colleagues, rather than attending 
institutionally mandated PD sessions. There is also evidence from this study suggesting 
that time and space could be set aside for time to talk, including modeling among 
colleagues, implemented to showcase effective strategies and practice. 
 
Moreover, the results indicate that PD needs to be sustained, and the existing one-shot, 
sit-and-get approach to professional learning is not sufficient and should be used 
sparingly. Teachers need time to build trust, to meet and discuss, and implement new 
teaching strategies and tools in the classroom.  
 
This study adds to our holistic understanding of the relationship between perceptions 
and implications of PD in ICT. Finally, the study provides us with an improved 
awareness of tertiary English language teachers’ PD practices which are vital to 
enhancing the emerging research area of PD in ICT skills at the tertiary level in Hong 
Kong and beyond. Overall, the key ideas emerging from this thesis demonstrate the 
importance of teacher agency and buy-in for professional development and that the 
keys to change lie in the professionalism of understanding teachers' needs and the type 
of professional development they prefer. 
 
These contributions must be considered within the Hong Kong educational context as 





become familiar with tertiary English language teachers’ PD practices in different 
countries, the findings in this thesis might not be applicable to other educational 
systems due to sociocultural and political factors. As discussed in the literature review 
(chapter 3) PD often failed to provide deep and meaningful learning opportunities 
(Appova & Arbaugh, 2018). This has practical implications and will be discussed below 
under recommendations for improving the PD in ICT experience of tertiary TESOL 
teaches in Hong Kong and beyond.  
 
Given the findings in this thesis, I would now like to offer some initial thoughts on 
possible ways forward. I would like to acknowledge that numerous factors could 
contribute to the area of professional development and ICT. I do not suggest that the 
ideas are either conclusive or comprehensive; rather I hope that they will facilitate 
discussion around the various stakeholders who might contribute to the enhancement of 
professional development in practice.  
 
 
8.2 Practical Implications and Recommendations 
 
This study has shown a number of pertinent findings which can be implemented to 
advance the pedagogy around TESOL and technology in education via the 
enhancement to the existing professional development modes and delivery. Improving 
PD of teachers at tertiary institutions in Hong Kong and beyond is dependent on moving 
away from the traditional, hierarchical structures and top-down models of PD. English 
language teachers have an intrinsic desire for continuous learning and institutions must 
channel this drive towards productive forms of PD.  By giving teachers agency to self-
direct their own PD they will no longer be passive recipients and feel institutional 
pressure to attend sessions not suitable for them. This section presents practical 
implementations and recommendations for university leaders, professional development 










8.2.1 Policymakers and University leaders 
 
The findings illustrate that teachers’ professional development appears to be dominated 
by what institutions mandate and determine to be vital in transforming the tertiary sector 
to be part of the academic global elite, and unfortunately not what English language 
teachers consider to be their actual pedagogical needs and/or wants. This is evidenced 
by the contrast between the overwhelmingly positive perception of informal, 
collaborative, interpersonal PD and with the existing status quo where teachers receive 
emails from managers to attend sessions, they feel are irrelevant to their own context. 
As this study found, teachers have an intrinsic desire for continuous learning and 
institutions must channel this drive towards productive forms of PD. This is an important 
finding that has implications for teachers. 
 
By giving teachers agency to self-direct their own PD they will no longer be passive 
recipients or considered empty vessels to be filled and feel institutional pressure to 
attend sessions deemed not suitable to enhance their pedagogical knowledge and 
skills. As universities and teachers struggle in making good use of digital technologies, I 
suggest there should be institutional support and time given for English language 
teachers to actively develop their own professional capacity, as this was highlighted in 
the findings and in the literature review as one key aspect leading to positive learning 
outcomes. Providing teachers with the agency to self-direct their PD is imperative 
(Kennedy 2016; McChesney & Aldridge, 2017) for them to buy-in, and strategies should 
be aligned in relation to content in regard to teachers’ own classes and needs and not 
only according to the institution’s perceived needs. 
 
Another germane recommendation I suggest is that the institutions revise the annual 
appraisal system as measuring PD is problematic, and this tends to focus on PD which 
is easy to quantify. Instead, institutions should allow teachers to self-report data which 
has proven its merit as a way of gathering data (Desimone, 2009; McChesney & 
Aldridge, 2018). PD needs to move away from asking teachers to be held accountable, 






8.2.2 Tertiary English Language Teachers 
 
This study focused on professional development in ICT from the perspective of tertiary 
English language teachers in the Hong Kong context. The study found that teachers are 
not the main decision-makers in their professional development practices. Instead, there 
exists a multifaceted connection between institutions, professional development 
coordinators, and teachers’ perceptions of beliefs and attitudes. This is an important 
finding as it has implications for how teachers perceive the pedagogy they are exposed 
to in the professional development arena. English language teachers are strongly 
encouraged to integrate technology in their classes, and institutional agents believe 
teachers will gain the required pedagogical know-how in these institutionally mandated 
PD sessions. 
 
However, as this study demonstrated teachers feel constrained by the catch-all type 
workshops and seminars being offered. This is key as the avenue of organic 
relationship is their preferred mode of PD, and it is worth exploring further the potential 
to outperform prescriptive PD. In these informal settings teachers feel comfortable with 
sharing teaching and learning practice among equals. This is a fruitful avenue to explore 
as it appears to help teachers gain a better insight of how to incorporate pedagogy 
around TESOL and technology in education, which could in turn help inform teachers’ 
practice.  
 
8.2.3 Professional Development Educators   
 
Professional development educators (teacher-trainers) must understand teachers’ 
needs and help them to explore and tinker with ICT tools situated in their own 
classroom experience. As the findings further illustrate, English language teachers 
became more familiar and confident with using ICT from informally meeting their 
colleagues and not attending mandated workshops or other modes of PD.  
 
As evidenced by the literature review and supported by the findings, teachers frequently 
did not receive the training or guidance they believed necessary to incorporate ICT in 





teachers’ actual needs and provide practical application. As each context is unique, a 
bespoke PD to a certain extent for each teacher is required, instead of a catch-all 
approach. In this fashion, it might be possible to increase teachers’ level of skills and 
facility with ICT in a step-by-step approach by focusing on contextual application and 
practical outcome.  
 
Overall, the fit between the stated policies of the institutions as regards PD and 
teachers’ own goals needs to be further examined, so the transfer process of skills and 
knowledge centered around pedagogy, TESOL and technology in education can be 
improved. It is my hope that this will lead to healthier and more effective professional 




The first limitation present in this study is that the scope is somewhat narrow, taking into 
account responses from a small number of respondents (54 questionnaire respondents, 
and 12 interview participants). As such, it is necessarily limited only to their views and 
may or may not be completely representative of the average English teachers at tertiary 
institutions in Hong Kong. Additionally, the participants may, for instance, be more 
involved in PD than others, or they may hold an overly positive or negative attitude to 
PD and ICT which may have biased the findings. 
 
Another limitation of this study is that no decision makers were involved. The views and 
perspective of a higher number of participants as well as decision makers would have 
added a additional breadth to this study. Nevertheless, this is something future research 
might benefit from taking into consideration. The third limitation is the data collection 
methods, given that questionnaires and interviews were the data collection used; data 
from observations of how PD modes are being delivered, teachers interacting at 
workshops, sharing sessions and other PD modes would have hopefully added greater 






Additionally, after further reflection on my data and the manner in which I chose to 
approach it, my insider position has shown its influence in the data collection and 
analysis. As mentioned in section 2.1, it was my belief that my experience of being a 
practising teacher embedded within the context of this particular group would enable me 
to share experience and possibly gain insight into the emotions and reactions of the 
teachers themselves. I will readily admit, though, that even though I intended to obtain 
an unbiased sample, I approached those that more closely shared a similar background 
to my own in terms of international teaching experience. 
 
However, despite the limitations and shortcomings discussed above, there are still 
several benefits of the study. Primarily, while conducting the literature review it was 
noticeable that very few studies had been carried out in the context of Hong Kong 
tertiary institutions exploring professional development in ICT engagement, skills, 
attitudes, beliefs and perceptions of English teachers. The results of this qualitative 
study thus contributes to the growing body of work and yields up-to-date information on 
teachers’ perception of professional development modes as well as identifies factors 
seen as beneficial or inhibiting PD uptake, which all adds to the limited literature on PD 
ICT at tertiary institutions in HK. Further, as there were participants from all the major 
universities in Hong Kong, the results may prove useful to all English tertiary teachers in 
Hong Kong.  
 
Another strength of the study is that by the researcher being a member of various 
professional development communities and initiatives at tertiary institutions in Hong 
Kong, a unique perspective may be brought to bear which may hopefully have a positive 
effect in terms of directly helping to inform professional development planners of 
valuable insights into the nature of PD at a time of considerable change (society and 
curriculum) and thus open discussion for how PD can be situated more effectively. This 
has led to various findings of interest, which are outlined along with corresponding 








8.4 Possible future areas for research  
 
As with most research studies in PD, issues have emerged that may prove of further 
interest to researchers. The literature review has highlighted the limited research 
available on English language teachers’ PD in ICT at the tertiary level in Hong Kong, 
Asia and beyond. It is hoped that future studies in PD may benefit and extend the 
present findings to further the study of PD and ICT.  
 
As recent research has found, PD is increasingly seen as something that occurs 
informally, and often implicitly (Eraut 2004, 2007; Kyndt, 2016; Evans, 2018; Macia & 
Garcia, 2016). 
 
Thus, to continue to investigate and contribute to the PD field we need to change the 
direction and place emphasis on the informal and implicit processes of professional 
learning. In this way, I hope PD will advance towards an emphasis on how teachers can 
best continue to evolve, and further research in this vein should therefore be 
encouraged and welcomed.  
 
 
8.5 Personal reflection 
 
My EdD journey has been a fruitful experience for me both personally and 
professionally. I had hoped that when embarking on this journey, I would be able to 
shed light on the existing professional development situation at Hong Kong tertiary 
institutions and explore as well as present new insight on issues which will prove useful 
to all those involved in this evolving field, not only in Hong Kong. I discovered answers 
to the question of why tertiary teachers in Hong Kong prefer certain professional 
development modes over others, as well as their attitudes and beliefs regarding PD. 
 
At a personal level, like most EdD students I'm sure, I have felt overwhelmed with the 
daunting task of understanding all the information available, and the direction of the 





study has emerged as an answer to the question I raised for myself when starting my 
EdD journey at Exeter in the summer of 2014; namely, what is professional 
development all about and how can one facilitate teachers’ development.  
 
As I conclude this thesis, I feel better informed about professional development than at 
the beginning of my study. I’m also glad that my thesis has succeeded in finding a new 
way of thinking about PD which may hopefully serve in some small way as a basis for a 
range of future research project not only within an English language teaching, but also 
more general educational, context.  
 
8.6 Concluding remarks  
 
In this final chapter, I have presented a summary of the key ideas gathered in this thesis 
which may help to inform professional development planners in Hong Kong and beyond 
of the current perceptions of tertiary English language teachers' PD. I also discussed 
possible future areas for research, and finally, I have finished the chapter with a 
personal reflection on how I have grown during my journey through my research for the 
EdD Thesis. I hope that this research will encourage other researchers and teacher-
practitioners to conduct follow-up research in the field of PD and ICT at the tertiary level 
investigating English language teachers’ in Hong Kong and beyond. Professional 
development is anything but constant and we as a profession need to continue to 
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Appendix 2. Interview guide 
 
 
Introductory Questions /Information 
 
Tell me a little about your background 
 
▪ Where are you originally from?  
▪ How long have you worked in HK? 
▪ Have you worked in any other countries? 





I’d like to understand how you see PD in relation to ICT 
 
• Have you ever done any PD in ICT?  
 
o If so, what was it like?  
o If not, would you like to? Why or why not? 
 
• Are you aware of any policy regarding PD in relation to ICT in your work place?  
 
o Do they have a budget for it?  
o Is it very common at your institution for instructors to have PD in ICT?  
o Either way, what is your view on the institutional policy? 
 
• Have you used a lot of ICT in class at all?  
 
o If so, how did it go?  
o If not, would you like to do more of it? 
 
• What is the PD in ICT like at the different places you have worked?  
 
o Is it mostly information provided to instructors? 
o  Is it mostly hands-on training with practical examples? 
o  Is completely left up to the individual instructors? 
 











• What are the most recent PD in ICT activities you have participated in? 
 
o Why did you participate in these activities? 
o Can you describe those experiences for me? 
o How useful have these activities been to enhance your teaching? 
o Can you think of anything recently in one of your classes which can illustrate 
this? 
o Could you tell me a story about PD, for example one effective one and one not 
so good and explain.  
 
I’d like to understand what you think of integrating ICT into your English language teaching.  
 
• What are your attitudes and beliefs about integrating ICT in English Language 
Teaching?  
 
o What are the benefits of integrating ICT into your teaching? 
o What are the shortcomings of integrating ICT into your teaching? 
 
• Are there any particular skills a teacher needs to have to integrate ICT in their 
teaching?  
 
o If yes, of the skills you mentioned, which ones do you possess?  
o How did you acquire them? 
 
• What type of PD do you think are useful in helping you use ICT in your teaching? 






Closing Questions  
 
Before we conclude this semi-structured interview, is there something you would like to add 











































































Appendix 5. Transcript 
 
[00:00:00] Interviewer: So, I like to thank you once again for being willing to participate 
in the interview aspect of my study. As I mentioned to you before, my study will explore 
professional development in information communication skills at the tertiary level in 
Hong Kong, with the purpose to gain a richer understanding of our teachers actually 
participate in PD activities centered around ICT. This Interview should last around 20 to 
30 minutes, which I'll be asking you about your professional development in ICT 
experience and so forth.  
Prior to this interview you completed a consent form indicating that I have your 
permission to audio record our conversation. Any questions before we start? 
[00:00:42] Joyce: No. 
[00:00:43] Interviewer: No, alright. So maybe to start with could just tell me a little bit 
about your background, like where you're from, how long you've been in Hong Kong?  
[00:00:51] Joyce: Okay, sure. Um, let's see. I'm from the US, and I've been in Hong 
Kong I think about six years. I got my master's degree in teaching English here and then 
I came working at the xxxx. I've been teaching here for five years I believe. And, before 
coming to xxxx I worked-- I taught at universities in South Korea and China for about 
seven years, and previous to that I worked in administration at a university in the US, I 
was the Director of Continuing Education. And, um, before that, I was a radio Dj 
[chuckle] and did kinda work for some marketing companies. 
[00:01:38] Interviewer: Thank you. 
 [00:01:42] Interviewer: What type of classes do you normally teach? 
[00:01:46] Joyce: Technically I teach Academic English, 101, teaching students how to 
do research and write, you know, research based papers, and um, 3521 which is 
Professional Communication for Engineers, teaching them how to write a com-conceive 
of an engineering related project- 
[00:02:07] Interviewer: Umm-hmm. 
[00:02:08] Joyce: -write a proposal and give a persuasive presentation. 
[00:02:10] Interviewer: Okay 
[00:02:11] Joyce: I'm teaching a new course this semester which is about extensive, 
um, reading and writing skills. 
[00:02:20] Interviewer: Thank you. So, I'd like to understand more about how you see 
PD in relation to ICT. 
[00:02:27] Joyce: Okay. 
[00:02:28] Interviewer: Have you done any PD in ICT? I mean, any professional 
development in ICT specifically? 
[00:02:37] Joyce: I-I love going to conferences- 
[00:02:40] Interviewer: Hmm. 
[00:02:40] Joyce: -and workshops. 
[00:02:41] Interviewer: Yes. 
[00:02:42] Joyce: [chuckles] So I certainly have-- 
[00:02:44] Interviewer: Umm-hmm. 
[00:02:45] Joyce: Um, typically it's not something I seek out- 





[00:02:50] Joyce: -but, in my mind that I know is good for me. You know there's always 
the push to- 
[00:02:56] Interviewer: Yeah. 
[00:02:57] Joyce: -incorporate it into classrooms and- 
[00:02:58] Interviewer: Yeah. 
[00:02:59] Joyce: -um, so I do. I believe, you know, I-I-I do, um, engage in this. 
[00:03:05] Interviewer: Alright.  
[00:03:06] Joyce: Does that make sense? 
[00:03:07] Interviewer: Sure.. Um, okay. So-- and then, in terms of working at this 
university, um, are you aware of any policy towards encouraging teachers to participate 
in PD?  
[00:03:21] Joyce: I should, I'm on the committee. 
[00:03:22] Interviewer: Yeah. 
[00:03:22] Joyce: [laughs] Um-- 
[00:03:24] Interviewer: What-what kind of incentive is there? 
[00:03:26] Joyce: Incentives. Well there's always the free lunch- 
[00:03:29] Interviewer: Right 
[00:03:29] Joyce: -when you attend these sessions- 
[00:03:30] Interviewer: ok 
[00:03:31] Joyce: -um, and free snacks if you go to an EDC session. 
[00:03:35] Interviewer: Yeah. 
[00:03:36] Joyce: Um, I think generally, you know we have the appraisal system- 
[00:03:40] Interviewer: Hmm. 
[00:03:40] Joyce: -and that's always a place where you can show your certificates for 
the PD work you've done. 
[00:03:46] Interviewer: Yeah. 
[00:03:47] Joyce: Um, that's the only thing I'm aware of- 
[00:03:49] Interviewer: Yeah. 
[00:03:49] Joyce: -that I can think of. 
[00:03:50] Interviewer: Um, is there any budget involved? Can you get the funding for 
any activity? 
[00:03:53] Joyce: Oh, sure. Yeah, yeah. So, our staff development- 
[00:03:55] Interviewer: Yeah. 
[00:03:56] Joyce: -it's 10,000 now a year and if you publish you get an extra 3,000 I 
believe. 
[00:04:00] Interviewer: Yeah. 
[00:04:01] Joyce: Yeah. 
[00:04:02] Interviewer: Um, and in your knowledge, is it common for teachers to 
participate in PD activities? 
[00:04:10] Joyce: I think it's common- 
[00:04:11] Interviewer: Hmm. 
[00:04:12] Joyce: -um, and I think it depends on the individual. 
[00:04:16] Interviewer: Hmm. 
[00:04:17] Joyce: Um, certainly. Um, among my friends, we-- a lot of us really like it. 
[00:04:24] Interviewer: Yeah. 





[00:04:29] Interviewer: Really. 
[00:04:29] Joyce: Yeah. 
[00:04:30] Interviewer: Alright. Um ok. This interview is generally about ICT, um, to get 
a feeling for how you perceive it. Um, do you use ICT in class at all? 
[00:04:44] Joyce: Sure. Um, I almost always or always pretty much, um, have a 
PowerPoint- 
[00:04:50] Interviewer: Hmm. 
[00:04:50] Joyce: -in each class. Um, and, um, often use videos, maybe on average 
like two or-two per lesson or something. 
[00:05:05] Interviewer: Hmm. 
[00:05:06] Joyce: Um, I use different online, um, I don't know what they are called, 
platforms or something- 
[00:05:16] Interviewer: Hmm. 
[00:05:16] Joyce: -like, um, the latest I learned at a conference …I was in Texas 
recently, there's PollEverywhere. 
[00:05:24] Interviewer: Hmm. 
[00:05:24] Joyce: It was used really well there and, um, so I've been using that. Um, I 
use Quizzes, sometimes Kahoot!, I've tried some others such as Today's Meet!, 
PollEverywhere--oh, no I mentioned Poll already. There's another one, MySurvey or 
something. 
[00:05:46] Interviewer: Alright. 
[00:05:47] Joyce: Um- 
[00:05:48] Interviewer: Um-- 
[00:05:48] Joyce: -that's some-that's some of what I do. 
[00:05:49] Interviewer: So, you basically you incorporate quite a lot actually,  
[00:05:54] Joyce: Yeah, and th-there's something new I started this semester that I 
learned from Dennis-[colleague] 
[00:05:57] Interviewer: Umm-hmm. 
[00:05:58] Joyce: -from- one of his sessions, which is to have a OneDrive folder for- 
[00:06:01] Interviewer: Hmm. 
[00:06:01] Joyce: -the class. 
[00:06:02] Interviewer: Yeah. 
[00:06:02] Joyce: And I use a tiny URL- 
[00:06:03] Interviewer: Okay. 
[00:06:04] Joyce: -and, um, it's so much easier to share resources that way. And, so 
I'm having the students, like if they're writing homework and upload their writing to this 
folder. 
[00:06:14] Interviewer: Hmm. 
[00:06:14] Joyce: So easy. 
[00:06:15] Interviewer: Yeah. 
[00:06:15] Joyce: Yeah. 
[00:06:16] Interviewer: Um, is the—okay. Um. So, before here you taught in South 
Korea and China- 
[00:06:24] Joyce: Umm-hmm. 
[00:06:25] Interviewer: -and then here in Hong Kong, 





[00:06:28] Interviewer: -is there any difference in usage of ICT on your behalf? Have 
you started using more or less or-- 
[00:06:35] Joyce: Huge difference. 
[00:06:35] Interviewer: Yeah. 
[00:06:36] Joyce: Because in, um, both Korea and China we did not have computers in 
the classroom. [laughs] Maybe in one of the classrooms in Korea- 
[00:06:47] Interviewer: Yeah. 
[00:06:47] Joyce: -but it wasn't standard. 
[00:06:50] Interviewer: Okay. 
[00:06:50] Joyce: When I taught the English majors there was a computer in their 
classroom but- 
[00:06:53] Interviewer: Yeah, yeah. 
[00:06:54] Joyce: -typically, um, not. So- 
[00:06:57] Interviewer: hmm. 
[00:06:57] Joyce: -it's been a learning curve for me- 
[00:06:58] Interviewer: hmmm. 
[00:06:58] Joyce: -here in Hong Kong to kind of play catch-up. 
[00:07:01] Interviewer: hmmm. 
[00:07:01] Joyce: Yeah. 
[00:07:02] Interviewer: Um, and then also compared to South Korea and China, now 
Hong Kong- 
[00:07:07] Joyce: Hmm. 
[00:07:08] Interviewer: -um, is there a difference in the way professional development 
is carried out? Is it more frequent in Hong Kong compared to those countries or did you 
participate equally? 
[00:07:18] Joyce: Yeah. Um, much more frequent here. 
[00:07:20] Interviewer: okay 
[00:07:21] Joyce: Um, I feel like in Hong Kong there's so many opportunities for it. I 
mean, this is one thing that I like about Hong Kong is, there's a lot going on. 
[00:07:32] Interviewer: Hmm. 
[00:07:33] Joyce: Um-- 
[00:07:35] Interviewer: In Hong Kong-- how are the opportunities-- um, I mean, how 
are opportunities provided? Is it mostly information, like do they send out posters, 
leaflets, guides, or do they provide like hands-on training with practical examples of how 
to use certain tools? 
[00:07:54] Joyce: Sorry, your question is about the- 
[00:07:55] Interviewer: The-- 
[00:07:55] Joyce: -the methods themselves? 
[00:07:56] Interviewer: Yeah, basically how do you think they're trying to teach you 
how to use ICT in Hong Kong? 
[00:08:04] Joyce: Um, seems like there's a range. I think that in some instances, which 
I think are the most enjoyable, they use the technology itself- 
[00:08:16] Interviewer: Yeah. 
[00:08:17] Joyce: -so that you experience it and have some familiarity with it, and then 
you see how you can use it. Um, that's certainly the most useful. 





[00:08:28] Joyce: Sure. Um, one comes to mind. Just like a lot of sessions with, I 
wanna say it was maybe Kahoot!- 
[00:08:37] Interviewer: Okay. 
[00:08:38] Joyce: -and, um, it was questions, you know, geared to our level, about 
something and we were actually doing the activity. Yeah, I'm pretty sure it was Kahoot!. 
And, um- and I plan to do that, my upcoming session I'm going to use PollEverywhere- 
[00:08:54] Interviewer: Oh, okay. 
[00:08:54] Joyce: -as demonstration of one of the things I'm- 
[00:08:57] Interviewer: Yeah. 
[00:08:57] Joyce: -showing. 
[00:08:58] Interviewer: Okay. Um, why do you like to participate in these activities? 
What drives you? 
[00:09:03] Joyce: Yeah, um, I think it's because I like--I love like experiential learning. 
Um, I love learning, that's why I became a teacher. 
[00:09:12] Interviewer: Umm-hmm. 
[00:09:13] Joyce: Um, I'm--I feel like, you know, um, just being an American I don't 
mind like kind of making a fool of myself and having fun. I think other colleagues might 
have cultural barriers that, you know, they don't know the space and do something like 
that. So, um, I just like to have fun, you know. I-- it was in my classroom with my 
students and then as I'm learning something as well. 
[00:09:37] Interviewer: Hmm hmm. Yeah, it's good. Um, and then, what's the most 
recent PD you participated in?  
[00:09:49] Joyce: I think it would be the conference I was at in Texas. 
[00:09:52] Interviewer: Texas--yeah. Um-- 
[00:09:55] Joyce: January 4th or 6th I believe. 
[00:09:57] Interviewer: Why did you decide to go to that conference? 
[00:10:00] Joyce: Yeah, um, I had a few different motivations. 
[00:10:03] Interviewer: Hmm. 
[00:10:03] Joyce: One of them [chuckles] I must admit was the opportunity to go back 
to the US and have the university help pay for that ticket. 
[00:10:10] Interviewer: Yeah. 
[00:10:10] Joyce: It was conveniently right after Christmas. Um, I wanted to challenge 
myself by-- I didn't think I'd be accepted, you know, I presented there. It looked like an 
amazing conference and I thought, "I'm not going to be accepted." Um, so it was a little 
bit of challenging myself-- 
[00:10:27] Interviewer: Hmm hmm. 
[00:10:28] Joyce: -and, um-and then the location was quite good. So, it was kind of a 
synergy of all these different factors. 
[00:10:38] Interviewer: How did you come to hear about or know about this 
conference? 
[00:10:42] Joyce: Yeah. Um, I just did Google searches. 
[00:10:45] Interviewer: Google search, yeah. 
[00:10:46] Joyce: Yeah. 
[00:10:46] Interviewer: Yeah. 
[00:10:46] Joyce: I do get a lot of emails, um, I feel like I'm on a list now because 





[00:10:55] Interviewer: Yeah. Um, now, you went to this conference in Texas- 
[00:11:01] Joyce: Hmm hmm. 
[00:11:01] Interviewer: -you learned lots of new things, um, of those things you 
learned, um, what are you planning on integrating into your teaching? 
[00:11:09] Joyce: Hmm hmm. 
[00:11:10] Interviewer: Is there anything in particular? 
[00:11:12] Joyce: Yeah, um, first of all it is-there's PollEverywhere- [chuckles] 
[00:11:16] Interviewer: Yes. 
[00:11:16] Joyce: -um, which I used my first week. It was awesome, I'm going to use it 
again this week. Um, I went to a great session which is-- it's not a new concept but, um, 
I haven't used yet. It's about making videos-- screen capture videos of you reading a 
text- 
[00:11:36] Interviewer: Hmm hmm. 
[00:11:37] Joyce: -and just voicing out loud your kind of metacognitive strategies. 
[00:11:41] Interviewer: Hmm hmm. 
[00:11:42] Joyce: It's a way of teaching students how to do this by modeling it. So, I 
went to a great session about that and realized how easy it is, that it ties in so well with 
the course I'm teaching- 
[00:11:53] Interviewer: Hmm hmm. 
[00:11:54] Joyce: -so I aim to implement that. I'm--in fact I'm gonna try to do it today. 
Um, I'm gonna do it and I plan to teach it in-in two weeks so the session that I'm 
presenting on. Um, so that's another one. So, I would have the students watching the 
video for homework- 
[00:12:09] Interviewer: Yeah. 
[00:12:10] Joyce: -several times-- 
[00:12:10] Interviewer: Oh, yeah. 
[00:12:12] Joyce: Um, what else, about ICT? I feel like there probably was more, 
though I learned other-- I saws other-- like Mentimeter- 
[00:12:23] Interviewer: Hmm. 
[00:12:24] Joyce: -was another thing that I really enjoyed- 
[00:12:26] Interviewer: Yeah. 
[00:12:26] Joyce: -so unused. 
[00:12:27] Interviewer: Okay 
[00:12:28] Joyce: Um, I got lots of interesting ideas like, um, having students put-- you 
know, um, you can do this with Padlet or something, but like, students find an image- 
[00:12:44] Interviewer: Hmm. 
[00:12:45] Joyce: -that captures something about their setting where they are studying- 
[00:12:48] Interviewer: Yeah, yeah. 
[00:12:48] Joyce: -and post it on some kind of forum or something. Um, I think that kind 
of-- I think it's good. I think students respond well to like, images and- 
[00:13:00] Interviewer: Yeah. 
[00:13:01] Joyce: -emotional kind of things. 
[00:13:04] Interviewer: Um, okay, yeah. Um, in terms of professional development, is 
there any-- what is the most favorable one, is there one type of professional 





workshops, lesson planning, mentoring, community of practice and type of that, is there 
anything that you think is more optimal so to speak? 
[00:13:33] Joyce: I believe probably it's conferences, um, because ideally you are just 
not worried about work that day, you are just trying to focus on- 
[00:13:43] Interviewer: Yeah. 
[00:13:44] Joyce: -the conference and learning new things. 
[00:13:45] Interviewer: Right 
[00:13:46] Joyce: Umm, I like lunchtime sessions because sometimes I think they have 
to be well planned- 
[00:13:55] Interviewer: Hmm. 
[00:13:56] Joyce: -so you don't feel like you've wasted an hour. 
[00:13:57] Interviewer: could you expand a little. 
[00:13:58] Joyce: Um, so the content has to be rich enough and practical enough. Um, 
so I can be-- I've learned to be choosy to try to- [chuckle] 
[00:14:09] Interviewer: Yeah, yeah. 
[00:14:11] Joyce: -um, assess that. Um, you mentioned mentoring and-- 
[00:14:15] Interviewer: Um, mentoring, lesson planning, speaking to colleagues 
informally. 
[00:14:21] Joyce: Yeah, yeah. Um, I enjoy doing that. I feel like, um, I used to do a lot 
more of that in Korea. 
[00:14:31] Interviewer: Hmm. 
[00:14:32] Joyce: We all shared lesson ideas and, um, I do some of that here but I feel 
like I kind of give more ideas than I receive. I don't mind so much- 
[00:14:41] Interviewer: Hmm hmm. 
[00:14:41] Joyce: -but, um--yeah, I-I-I-I like that as well- 
[00:14:47] Interviewer: Yeah, yeah. 
[00:14:47] Joyce: -but I don't do it as much. 
[00:14:48] Interviewer: That's okay. Um, alright, so let's understand why you think 
integrating ICT in this line of teaching is like a good thing, why it motivates, stimulates 
the students. 
[00:15:00] Joyce: Hmm. 
[00:15:00] Interviewer: Um, to you, what are the main benefits of using ICT with your 
students? 
[00:15:08] Joyce: Hmm, that's a good question. Main benefits, um, benefits. I think if 
used well it can promote student engagement. 
[00:15:21] Interviewer: Hmm. 
[00:15:22] Joyce: Um, students almost--you know, they have their phones, they use 
them, um, so one school of thought is well, if they can use them for learning then that-
that's something good. So, um, big benefit. 
[00:15:46] Interviewer: Oh, is it-- 
[00:15:46] Joyce: I think a big benefit actually I think, and this was part of the 
conference, is- 
[00:15:49] Interviewer: Yeah. 
[00:15:50] Joyce: -the students see a page of paper with text written on it and they just 
fall asleep. 





[00:15:58] Joyce: At the American conference they were talking about this about 
American students, and I was like, "Well, it's the same here in Hong Kong [laughs] you 
know." Um, so, I think part of it is realizing that they are different, you know. I-I love--
give me a page of paper and I'm happy to read it. 
[00:16:13] Interviewer: True. 
[00:16:13] Joyce: I'm in heaven but, um--so I think students just, um--it's a-it's a-it's a-
it's a key benefit- 
[00:16:20] Interviewer: Hmm. 
[00:16:21] Joyce: -that they are not so text-oriented and a lot of the materials we use in 
ELC- 
[00:16:26] Interviewer: Hmm. 
[00:16:26] Joyce: -is like very text-heavy and we have to adapt it somehow to- 
[00:16:32] Interviewer: hmm 
[00:16:32] Joyce: -engage the students more. 
[00:16:33] Interviewer: Could it be fair to say ICT helps to stimulate them more than 
the traditional paper? 
[00:16:39] Joyce: Definitely, yeah. 
[00:16:40] Interviewer: Paper, yeah. 
[00:16:41] Joyce: Yeah, to stimulate, um-- 
[00:16:43] Interviewer: Yeah. 
[00:16:43] Joyce: Yeah. 
[00:16:43] Interviewer:Um, do you think-- are there any shortcomings of integrating 
ICT in your courses? 
[00:16:49] Joyce: Definitely. Um, one of them is just, depending on the classroom you 
are in, it can take like 10 minutes- 
[00:16:56] Interviewer: Yeah. 
[00:16:56] Joyce: -just to kind of get everything powered up and- 
[00:16:58] Interviewer: Ohh. 
[00:16:59] Joyce: -the computers are old and-and that kind of thing. So, it takes--it can 
kinda get you out-out of your rhythm a bit, and I feel like you need to really stay on top 
of that- 
[00:17:09] Interviewer: Yeah. 
[00:17:09] Joyce: -with the students. Um, I think there's the potential for distraction but 
I don't see that as a big problem. Um-- 
[00:17:24] Interviewer: Okay, um, alright. So you use a lot of ICT such as PowerPoint, 
videos and PollEverywhere in your classes, um, are there any skills a teacher would 
need to use any of these tools or could anyone basically walk in and use them? 
[00:17:45] Joyce: I think you do need to have a few skills. 
[00:17:46] Interviewer: Yeah. 
[00:17:47] Joyce: Like some of our colleagues don't have those skills- 
[00:17:49] Interviewer: Hmm. 
[00:17:49] Joyce: -which is why they don't use it. 
[00:17:50] Interviewer: Hmm. 
[00:17:51] Joyce: Um, I think I've got pretty maybe basic skills for someone my age 
and I'm good enough. I'm not-- [chuckles] no I rely-I do rely on other people kind of for 





[00:18:04] Interviewer: Yeah. 
[00:18:04] Joyce: -maybe to come and show me a little bit how you do it. [chuckles] 
[00:18:06] Interviewer: Okay. 
[00:18:07] Joyce: You know, like the simple idea Dennis [colleague] had of using the 
OneDrive folder- 
[00:18:10] Interviewer: Hmm hmm. 
[00:18:11] Joyce: -from the tiny URL. 
[00:18:12] Interviewer: Right. 
[00:18:13] Joyce: It never would have occurred to me, yeah. 
[00:18:14] Interviewer: How-how did you acquire those skills? Is it through colleagues? 
[00:18:19] Joyce: Yeah, that's a good question. Um, yeah. 
[00:18:22] Interviewer: Yeah. 
[00:18:22] Joyce: Asking Dennis [colleague]. [laughs] 
[00:18:23] Interviewer: Yeah, yeah. He actually mentioned you saying- [laughs] 
[00:18:25] Joyce: Oh yeah. [unintelligible 00:18:27] So, Adam [eLearning 
coordinator]  has been putting more and more things online. 
[00:18:31] Interviewer: Yeah. 
[00:18:31] Joyce: So, if I don't know how to do something I usually start there. 
[00:18:33] Interviewer: Hmm. 
[00:18:34] Joyce: I see if Adam has provided a video or a resource on how to do it. I 
might also just Google it on, you know, Google it or look for a YouTube video, um, 
otherwise I'd see whose around in the office- 
[00:18:47] Interviewer: Hmm hmm. Hmm hmm. 
[00:18:47] Joyce: -and who might be able to help. 
[00:18:48] Interviewer: Um, using ICT in the classroom, um, do you think it's like 
difficult to be in control of the lesson? Because some teachers say they're no longer in 
control and computer takes over, you know. 
[00:19:04] Joyce: Yeah, um, honestly I think I do have that fear a bit. 
[00:19:09] Interviewer: Yeah. 
[00:19:10] Joyce: Um, I think maybe I am a bit controlling person. [chuckles] So, I 
recognize that, because this issue has come up before. 
[00:19:16] Interviewer: Yeah. 
[00:19:17] Joyce: Um, like I've heard stories about, you know, like they've got one 
Google document and students are writing something together. 
[00:19:26] Interviewer: Hmm. 
[00:19:27] Joyce: Um, I think I should need to push my boundaries- 
[00:19:29] Interviewer: Hmm. 
[00:19:29] Joyce: -and let go of more control- 
[00:19:31] Interviewer: Yeah. 
[00:19:32] Joyce: -because I think it's-- you know, I might not even recognize it but I 
think I do have that fear. 
[00:19:36] Interviewer: Um, okay, um, if you could think of any efficient development, 
activity or mode, um, that would be the most helpful for you in your teaching, what 
would that be? Um, what do you think will be like the best solution for you to- 
[00:19:56] Joyce: Yeah. 





[00:19:58] Joyce: Um-- 
[00:20:01] Joyce: I think that-- like specific-- this isn't like an ideal-- 
[00:20:08] Interviewer: yeah, of course. 
[00:20:09] Joyce: The program leader- 
[00:20:11] Interviewer: Yeah. 
[00:20:11] Joyce: -at the course- 
[00:20:11] Interviewer: Right. 
[00:20:12] Joyce: -um, presents the different kind of options and possibilities- 
[00:20:17] Interviewer: Umm-hmm. 
[00:20:18] Joyce: -that have worked well- 
[00:20:19] Interviewer: Hmm hmm. 
[00:20:19] Joyce: -for teaching this particular course, umm, and that there's like-- it's 
not just using technology for technology's sake, but there's a clear purpose and how you 
fit in it-- how using the technology- 
[00:20:39] Interviewer: Hmm hmm. 
[00:20:40] Joyce: -um, would fit into specific learning objectives- 
[00:20:42] Interviewer: Yeah. 
[00:20:43] Joyce: -and how could we incorporate it- 
[00:20:43] Interviewer: Right. 
[00:20:44] Joyce: -into the lesson. 
[00:20:45] Interviewer: Okay, yeah, yeah. Um, so, um, what do you think of community 
of practice? There's lots of talk right now- 
[00:20:57] Joyce: Hmm hmm. 
[00:20:57] Interviewer: -we need all to be in a community of practice- 
[00:20:59] Joyce: Hmm hmm. 
[00:20:59] Interviewer: -to enhance our teaching skills. Um, do you think -they work, 
these community of practices? 
[00:21:06] Joyce: Yeah, that's, um, I feel-- I don't-- I've heard that term- 
[00:21:11] Interviewer: Yeah. 
[00:21:12] Joyce: -and I-I heard it at the conference I went to in the US, and to me, I'm 
a little gun-shy of it. I feel like there are things that just happen naturally in other places, 
like in the US. Like people just naturally would share information and ideas, and then 
these ideas are tried-- they tried to implement them in Hong Kong, but it somehow 
becomes very bureaucratic. 
[00:21:35] Interviewer: Yeah. 
[00:21:36] Joyce: Like, "Okay, now you are in this community and you need to do this, 
this, this, this," An, it maybe doesn't end up serving you so much if it was just kind of 
organic. 
[00:21:45] Interviewer: Right.. 
[00:21:46] Joyce: So, um, I'm-- I love the idea, I mean I-I like the teaching of education 
and making my classes better. 
[00:21:56] Interviewer: Hmm. 
[00:21:57] Joyce: Yeah. If I felt like engaging the community would serve that, not--you 
know, without taking, you know, such a time-- 
[00:22:04] Interviewer: Umm-- 





[00:22:06] Interviewer: No--yeah, it's good. Um, maybe one more. What do you think 
of the classrooms in Hong Kong? Are they designed appropriately- 
[00:22:17] Joyce: Hmm. 
[00:22:17] Interviewer: -to integrate ICT with our students in? 
[00:22:21] Joyce: We have such a range of- [chuckles] 
[00:22:22] Interviewer: Yeah, exactly. [laughs] 
[00:22:23] Joyce: -classrooms here at PolyU. So, um, I don't have any big complaints. 
Well, I mean, probably it could be much better, [chuckles] you know we are a tech, you 
know, um, Hong Kong Polytechnic- 
[00:22:34] Interviewer: Exactly.  
[00:22:36] Joyce: -but, umm, I think--you know, I think it's okay. There are so many 
different rooms; like I was in one strange room up in R- 
[00:22:48] Interviewer: Hmm. 
[00:22:48] Joyce: -that had screens on like all the different walls- 
[00:22:51] Interviewer: Yeah, yeah. 
[00:22:52] Joyce: -and students were facing in all these different directions, and it just 
didn't work. I had to move the class because they were-- no one was looking at me- 
[00:23:00] Interviewer: Hmm. 
[00:23:00] Joyce: -when--because I wasn't needed. 
[00:23:02] Interviewer: Yeah. 
[00:23:02] Joyce: Again, maybe I'm very controlling. 
[00:23:03] Interviewer: Yeah, yeah, yeah. Let's see, um, what do you think of EDC 
workshops? Um, they do offer like two times a week sometimes. 
[00:23:17] Joyce: Hmm hmm. 
[00:23:18] Interviewer: I mean, are they really helpful? 
[00:23:22] Joyce: I think some of them are. 
[00:23:23] Interviewer: Hmm. 
[00:23:24] Joyce: I think it's a little bit of a mixed bag. 
[00:23:25] Interviewer: Yeah. 
[00:23:26] Joyce: Umm, let me think, the ones I've attended. They really have quite a 
range. I think they're very professionally done, I really appreciate that. Umm, I'm trying 
to think of particularly of any ICT ones I went to. Umm, I guess just that they have such 
a wide audience, maybe the way it's presented isn't so useful sometimes- 
[00:23:59] Interviewer: Yeah. 
[00:24:01] Joyce: -for our context. 
[00:24:02] Interviewer: Hmm hmm. Um, have any PD activities changed your attitudes 
and beliefs integrating ICT in your teaching? 
[00:24:18] Joyce: I think if I thought back five years ago- 
[00:24:20] Interviewer: Hmm. 
[00:24:20] Joyce: -when I first came to PolyU, probably yes- 
[00:24:24] Interviewer: Hmm. 
[00:24:24] Joyce: -then, you know, because I wasn't, um-- so I slowly started to learn 
about things, like flip quiz is another good one I use, um, and I think maybe previously, 
um-- I think my ideas have developed. Like at first I just thought, kind of coming from, 
you know, being like a little more informal language teacher, like oh, you just got to 





it, like there has to be-- has to tie into their learning in some way. Um, it can serve both 
functions, it can be entertaining and enter-energizing, it can help get them engaged, but 
it also, um, can relate to their learning so that they improve their learning. 
[00:25:16] Interviewer: Yeah. Um, do you-do you think that PolyU gives you any 
pressure to continue with PD? Do you feel like it's left up to you or you feel like, "Urgh, I 
have to attend"? 
[00:25:29] Joyce: Yeah, umm, personally I don't feel pressured but I have a feeling 
other people probably do. 
[00:25:40] Interviewer: Hmm. 
[00:25:41] Joyce: My philosophy has always been, "I'm just gonna do the best I can 
and if it's not good enough they can fire me." [chuckles] Whereas other people are a 
little bit more like calculating like- 
[00:25:50] Interviewer: Yeah. 
[00:25:50] Joyce: -"Oh, I need to do this, this so I can show them my appraisal," bla 
bla bla bla. 
[00:25:54] Interviewer: Right. 
[00:25:54] Joyce: And, you know, I hear people talking, "Oh, there's going to be 
restructuring in two years, you know, people are, you know-you gotta, you know-you 
gotta really boost your resume." 
[00:26:02] Interviewer: Hmm. 
[00:26:02] Joyce: I just-- I-I've always been just more like intuitively motivated like- 
[00:26:06] Interviewer: Hmm. 
[00:26:07] Joyce: -do what I enjoy doing. So, um, personally I don't feel pressured but- 
[00:26:12] Interviewer: Yeah. 
[00:26:13] Joyce: -I think maybe other people do. 
[00:26:14] Interviewer:  
[00:26:20] Joyce: Alright. 
[00:26:20] Interviewer: Hmm. 
[00:26:21] Joyce: I hope that was helpful. 
[00:26:22] Interviewer: Yes, thank you so much. 

















































Appendix 7. Initial codes identified from interviews 
 
No Topic Themes Categories  




















Special Interest Group 
Reading academic journals 
Google camp 







2 PD Activity 
Action research  
Action research 
experiences  
Takes too long 
Not interested in research  
Can be helpful to understand why something didn’t 
work 







Learn, share and receive feedback 
Get to know other people  
Lot to be learned from experienced all over 
Can relax at conferences and enjoy  









Everything starts from reading, 
Great initial ideas, good way to keep up to date 
Limited practical ideas  
5 PD Activity 
Sharing good 





Exchanging and discussing ideas,  
Informal, no judging 
Best way to learn to use something new 
6 PD Activity 
Participating in a 
network of 
teachers  




Very bureaucratic,  
Colleagues might not want to share 








Learn to use a new tool/skill 
Improve existing skills  
Curious  
Jazz up teaching  
 






















Hands-on, Practical  
Extra activities to be used 
Can follow along, step-by-step 
Learned and shared from colleagues 
 
Presenter not a teacher, an IT technician 
Not organised well, running out of time, or too short,  
Not following the abstract 
Talking into the microphone, no engagement 









Peer pressure  
 
Student pressure 
Appraisal, Contract Renewal, tied to salary  
Innovations in teaching 
Required to incorporate ICT in our teaching 
 
To keep up with colleagues, not to appear old and out of 
date 
 
Students expectations, class more fun and stimulating  
10 PD Policy  Expectations Expected to attend 
Not mandatory, but strongly encouraged  
Constant emails sent to encourage attendance   
 










































Free lunch  
 
 
Pressure from Department / Centre Management 
/Pressure from eLearning coordinator / email 
Strongly encouraged to attend 
Appraisal, performance evaluation  
 
Appraisal, performance evaluation, Certificate, 






Other: Fun, try / learn something new, curious 
















Promote student engagement  
Student expectations  
Makes the lesson more entertaining  
Energising / perk up students 
Understand content better 
Teaching easier  
 
 
Difficult to control, students on different website  
Might not work  
Face-threatening, look stupid in front of students  
Old equipment in the classrooms 
Require more thinking  
No freedom  
14 Challenges to 
ICT Integration   
Tension Limited time to learn something new 
Time is tight, barely enough time to teach 
No time to prepare nor attend sessions 
 
Limited functions as an instructor on Blackboard, don’t 
have admin rights 




Annual grant,  
Used for conferences, further studies 
Often limited amount, only covers 1 conference a year 
 
Spend on money to attend 






Basic computer skills 






















Allow teachers to decide 
Don’t push/pressure 
Not mandatory  
Professional freedom 
 





Step-by-step practical training, Follow-up activities, 





19 Threats to job 
satisfaction  
Negative Factors Negative images 
Teacher burnout,  
Ignoring teachers’ voices 
Continuous change 
Lack of time to learn and develop 
Top-down 
Negative annual performance and appraisal review  
20 Effect of 
environment 
Negative context Demoralization to the teachers 
Frustration 
Silence during PD sessions, don’t want to look ignorant 








Disregard for classroom realities  
 
Top-down 
Lack of professional autonomy 


























































research, community of 
practice  
12 Engagement in PD activities 
ICT skills (RQ1) 
2 Informal PD Reading professional 
literature 
9 Engagement in PD activities 
ICT skills (RQ1) 
3 Institutional 
Pressure  
Lack of voice and 
autonomy, top-down 
8 Engagement in PD activities 
ICT skills (RQ1) 
4 Instructor agency Attitudes and beliefs 9 Attitudes and beliefs – modes 
of PD/ICT – enhancing 
teaching (RQ2) 




10 Attitudes and beliefs – modes 
of PD/ICT – enhancing 
teaching (RQ2) 
6 Integration Student engagement, 
teacher engagement 
12 Attitudes and beliefs – 
integrating ICT (RQ3) 
7 Teacher Skills Feeling overwhelmed 
by technology, 
computer skills, 
confidence to teach 
9 Attitudes and beliefs – 





11 Usefulness of PD Activities – 
attitudes and beliefs – 
integrating ICT (RQ 4) 
9 PD Interactivity Practical experience 11 Usefulness of PD Activities – 
attitudes and beliefs – 















Appendix 10. Consent form 
 
 
 
 
 
 
 
